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Abstract
The present work examined the efficacy of combining behavioural and academic interventions 
and their effect on off-task behaviour and educational outcome. Studies also established 
relationships between behavioural/attention problems and educational achievement in an Arabic­
speaking Kuwaiti population. In the first Study, 181 Kuwaiti children in mainstream schools 
from grades 4-7 were tested on measures of literacy and assessed using The Attention 
Hyperactivity questionnaire in Arabic (AHQA) and an Arabic version of the Strengths and 
Difficulties Questionnaire (SDQ). A second Study was conducted to develop the methods and 
procedures used in subsequent studies. Study 3 aimed to determine whether the interventions 
used were beneficial for children in a mainstream school group setting and focused on 
improvements in spelling scores produced by typical teaching methods paired with a behavioural 
intervention. Children from the 5* grade were assigned to three different treatment conditions: 
Positive Self-Statements (PSS), Relaxation Technique (RT), and PPS combined with RT. The 
interventions were applied for the first 5-7 minutes of each normal English lesson, twice weekly 
for three weeks. Children in the 4^  ^grade were used as baseline with the only similarity being 
the pre- and post-spelling task. Study 4 tested the usefulness of combining behavioural and 
educational interventions on students with learning disabilities (LD) and behavioural difficulties. 
Three groups of children fi*om grades 4-9 were chosen and were randomly assigned to two 
intervention groups (PSS and RT with MSL, PSS and RT with copying) and one baseline. 
Overall, the findings indicated that by combining behavioural and educational interventions, 
positive effects on both off-task behaviour and educational outcome could be achieved, 
especially with LD children under conditions of individual tutoring. A key finding was that 
relaxation techniques showed particularly successful effects and may provide a simple strategy 
for support in many classroom contexts.
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Chapter 1 
Overview
This research focused on attentional/behavioural problems amongst Arabic-speaking children, 
and the implementation of class-based interventions targeted at reducing negative behaviours in 
order to improve learning in school. The primary group of children for whom the research was 
aimed to inform the support of were Kuwaiti students with a diagnosis of a Learning Disability 
(LD) who also showed signs of hyperactivity, impulsivity and inattention (or behavioural 
problems). The research was implemented with these children in mind because they are likely to 
show negative educational effects of non-goal-directed behaviour during learning. They are, 
therefore, the most likely to benefit from interventions aimed at reducing these behaviours. 
Hence, two of the intervention studies (the pilot and the LD individual Study) reported in this 
Thesis sampled children from a special school for those with a learning difficulty and assessed 
these children for attentional/behavioural problems. However, the research also involved 
mainstream children without an assessment of LD or any formally reported behavioural 
problems to assess the relationship between attentional/behavioural problems and educational 
achievement in a Kuwaiti context and to determine the potential usefulness of combined 
behavioural and educational interventions in normal school settings.
The interventions developed were derived from work from behavioural and educational 
backgrounds. The former targeted negative behaviours that may interfere with learning and used 
techniques related to cognitive-behavioural, self-regulatory and calming practices. The latter 
was aimed primarily at literacy achievement, since this is one of the main areas where children 
with LD struggle, and implemented multisensory learning procedures often used with children 
with learning disabilities. Therefore, the intervention development work required an extensive
literature review of attentional-behavioural and education fields. The first Chapter introduces a 
definition of LD in the Kuwaiti context and elsewhere with the types of interventions available 
for dyslexia. Then a brief history of Kuwait’s educational system up to the present day is 
outlined. The comorbidity of behavioural difficulties with LD is introduced, as are the 
behavioural, academic and emotional negative effects of having an LD and Attention Deficit 
Hyperactivity Disorder (ADHD). Following this, behavioural (Cognitive Behavioural 
Treatment, CBT), as well as academic (Multisensory Learning, MSL) interventions are 
introduced. Subsequently, a short introduction on combined interventions is provided since there 
seem to be few studies which have combined behavioural and academic interventions. This is 
followed by (i) research into the level of potential attention-behavioural problems in Kuwaiti 
schools; (ii) the modification and development of scales in English and Arabic (Arabic being the 
first language of the children, their parents and the teachers involved in the current work) to 
assess attentional/behavioural problems amongst Arabic-speaking children; (iii) pilot work to 
assess the practicalities of the developed intervention procedures, and (iv) intervention studies 
focusing on self-regulation of non-leaming-directed behaviours one during mainstream teaching 
practices and a second incorporating a multisensory-teaching strategy designed to help the child 
to leam to spell novel words.
The research conducted was designed to look for evidence for the hypothesised relationship 
between negative behaviours/attention and educational achievement amongst Kuwaiti children. 
Given such evidence, a further aim was to investigate whether an intervention targeting negative 
behaviours/attention would increase learning within Kuwaiti educational settings. This latter part 
of the research involved the development of intervention practices that, together with the 
research conducted, aimed to inform future developmental work in the field. Given the purpose 
of the research, analyses of data were based on traditional statistical significance testing, with the
10
alpha levels (i.e., the maximum likelihood of a type I error given that test assumptions were met) 
being set at the usual 0.05 significance level in order to provide evidence for the effects under 
investigation. However, such traditional significance levels have the potential to miss findings 
that can inform future research, particularly when research has a developmental focus. Therefore, 
given the aim to inform further developmental work, interpretations of findings also took 
additional factors into account; such as visual inspection of graphical presentation of findings 
and consideration of the size of variability in comparison with mean difference. Such 
interpretations should inform future work and reduce the likelihood of ignoring potential effects 
(i.e., type II errors). Although effect sizes were not calculated in the studies reported in this 
thesis (since it was not the aim of the work to determine the potential effectiveness of 
interventions, for example), inclusion of mean scores and measures of variability should provide 
future practice-based research with the opportunity to consider these data within conclusions.
This Thesis argues for the need for combining behavioural and academic interventions for 
children with LD who might present evidence of behavioural problems. Therefore, the focus of 
the present research is to develop and assess the efficacy of such combination intervention 
procedures. In order to do this, four studies were conducted. In Study 1, the relationship 
between the types of behaviour problems that were the focus of the intervention methods 
targeted for this work (i.e., hyperactivity, impulsive or non-focused behaviours often associated 
with ADHD-type problems) and educational achievement in areas associated with LD (literacy 
and mathematics ability) were assessed in the education system targeted by the current research 
(i.e., Kuwait). A mainstream cohort (20 males and 22 females in grade 4; 23 males and 26 
females in grade 5; 18 males and 27 females in grade 6; 18 males and 27 females in grade 7) was 
tested to determine the level of relationship in a typical Kuwaiti school population rather than a 
LD population, since the relationship may be artificially inflated in a previously selected special
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educational needs cohort. A previously developed and translated-into-Arabic questionnaire was 
used to assess behavioural problems (the Strength and Difficulties Questionnaire, SDQ, 
Goodman, 1997). This was supplemented by a specifically designed questionnaire for the 
current target population (referred to as the Attention-hyperactivity questionnaire in Arabic, 
AHQA), which provide examples that the teachers and, particularly, the parents of children 
whose academic skills were being assessed would understand: one problem with a simple 
translation of a questionnaire developed in one country/language is that the concepts may not be 
clear to persons from a different cultural background. Parents and teachers completed the 
behavioural questionnaires and the children were given tests of reading, spelling and 
mathematics. The data indicated relationships between the three achievement measures and the 
parents’ responses to SDQ emotion and hyperactivity areas, as well as large relationships 
between the three achievement measures and the teachers’ responses to the AHQA attention 
questions and the SDQ hyperactivity scale. These results indicated that lower achievement in 
literacy and mathematics was associated with teacher and parent reported levels of behavioural 
difficulties.
In Study 2, a behavioural-based intervention, based on strategies derived fi-om CBT, was 
developed with the aim of reducing negative attention/behaviour through positive self-statements 
(PSS). This was paired with a literacy teaching procedure based on MSL procedures that are 
used with LD children. English-language spelling level was the educational outcome targeted, 
given that literacy learning is the main difficulty faced by most children with LD and that 
English was a foreign language for most children (thereby providing a large potential sample of 
written words which could be selected as unknown). Also, English has been the main language 
for which literacy interventions have been developed. A procedure for implementing both 
interventions was developed then piloted on a group of four LD children and trialled over three
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teaching sessions. Measures of spelling level were recorded and methods for observing negative 
behaviours were implemented. Although the results did not show evidence of improved spelling 
levels in three out of four children (the period available for learning was very short) the pilot 
work did provide information for revision of materials and methods, as well as further 
development of intervention procedures.
In Study 3, typical mainstream classes in a Kuwaiti Government school were selected and the 
English-language teachers of those classes taught the behavioural intervention procedures. 
Requests to participate were sent to several local schools in an area known to the researcher and 
one school was selected from this. Grade 5 children (typically 10 to 11 years of age) were the 
focus of the research; though grade 4 classes also participated in the study. The study was 
designed to determine the usefulness of the behavioural intervention procedure under typical 
Kuwaiti classroom conditions. Two procedures were used: (i) the CBT-based procedure 
developed in Study 2, which comprised positive self-statements (PSS) printed on a card with 
associated pictures that the teacher and children were to use at the start of each class to aid in 
focusing attention and reducing off-task behaviours; and (ii) a breathing/relaxation technique 
(RT) in which the teacher was trained to help students concentrate on their breathing and relax 
their body at the beginning of each class, designed to reduce negative behaviours, this time more 
likely related to hyperactivity. Three different grade 5 classes were used (n = 15 to 18 students 
at the start of the Study), one each for the two procedures in isolation and a third using both 
combined. The behavioural intervention procedure lasted for 5 minutes at the beginning of each 
class, whereupon the teacher conducted their normal class activities for the English-language 
curriculum. The researcher undertook observations of the classes and English spelling levels 
were assessed pre- and post-intervention. Results indicated improvement in spelling particularly 
in the PSS and RT conditions. However, these were statistically non-significant, probably due to
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the large variability in performance on the spelling measure produced by the children in each 
class. Systematic recording of behaviours could not be undertaken but qualitative observations 
indicated problems with assessing the methods in a typical class setting due to lack of teacher 
training, the rigid organization of the taught curriculum and the chaos evident in the classroom.
Due to the problems encountered in the mainstream setting. Study 4 returned to working with 
children in the more controlled environment of a special school. It involved the most controlled 
work in the Thesis. Individual children with LD (boys and girls aged between 7-15 years old) 
were taken through the intervention procedures allowing detailed observations of behaviours and 
focused teaching of spellings. Different groups of children underwent differing intervention 
procedures: all had an assessment of LD and scores of 12 or greater on the parent version of the 
AHQA. The first group of 19 LD students underwent the PSS strategies paired with the MSL 
educational intervention, preceded or followed (the order of behavioural intervention method 
was varied across individuals to allow a comparison of the two) by the RT procedures paired 
with the MSL educational intervention. A second group of 18 LD students combined the same 
behavioural interventions (the PSS strategies and the RT procedures) with a simple copying 
spellings (CP) task in order to assess the efficacy of the behavioural interventions without the 
MSL. A third group of 37 LD students acted as a non-intervention control group and were tested 
on spelling gains over the same period as the interventions. For each intervention condition, 
students spent the first 5 minutes of each session going through the behavioural intervention with 
the researcher, after which the student practised spelling using the MSL or simple copying 
procedures for about 15 minutes. A behavioural checklist was used during each session with the 
student to monitor individual students’ off-task behaviours and all underwent pre- and post­
intervention spelling tasks. Results indicated that there were more words spelled correctly by the 
students in both behavioural intervention conditions compared to the baseline control group. In
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addition, the relaxation technique had more of a positive effect on decreasing off-task behaviour 
and spelling outcome than the use of positive self-statements and both behavioural interventions, 
when combined with MSL, had a more significant effect on behaviour and educational outcome 
than when combined with simple copying.
Overall, the data suggested that the type of behavioural interventions implemented in the present 
work could be useful for LD children with evidence of behavioural problems, particularly when 
combined with appropriate educational intervention and used in an individualized setting. These 
findings are discussed in the Thesis in terms of the potential usefulness of combining 
behavioural and educational intervention procedures, particularly for children with LD. This is 
covered in the final Chapter, as are the implications of finding relationships between 
hyperactivity/attention and educational achievement, using interventions targeting education and 
behaviour, and the efficacy of relaxation and MSL techniques. Effects are also considered in 
terms of the potential additional influences of success and self-esteem. In addition, possible 
reasons for non-effects of such interventions are considered. These focus on class management 
skills among teachers and whether the student showed signs of a disability or not. Further 
discussion considered improvements in the implementation of procedures. The penultimate 
section considers potential friture studies focusing on including emotional interventions, another 
factor related to LD. Other future studies are suggested, such as comparing younger versus older 
students and individual versus group settings, and seeing where the combined interventions work 
best. Also, the use of an alternative educational intervention was suggested to contrast it with 
MSL, thereby determining whether positive effects on behaviour and educational outcomes 
might be due to MSL or some other factor. The Thesis concludes that there is a need to use 
combined interventions with students with or without LD who show symptoms of behavioural 
problems, especially since a relationship between educational and behavioural measures was
15
established. Furthermore, the need for more training in classroom management for Kuwaiti 
teachers was proposed.
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Chapter 2 
General Introduction
2.1 Introduction
The present Chapter provides a background to the area of study reported in the Thesis. This 
covers issues related to learning disability and education in general in Kuwait before introducing 
various intervention methods that influenced the focus of the present work. This then leads into 
a brief introduction to the research studies reported in the Thesis.
2.2 Learning Disability
In Kuwait, a person is said to have a learning disability (LD) when his/her Intelligence Quotient 
(IQ) score is within the average range or above (i.e. IQ=85 or above) while at the same time they 
are performing poorly in school subjects of literacy and/or mathematics. This is based on a view 
of LD that has been generally referred to as an IQ discrepancy model (see Elbeheri & Everatt, 
2009). Despite research evidence that argues against the use of this method of identifying LD 
(see, for example, Fletcher, Lyon, Barnes, Stuebing, Francis, Shaywitz & Shaywitz, 2002), this 
is the primary criterion of legislation in the country where the current work was performed 
(Kuwait) and has been used in many different contexts around the world (Elbeheri & Everatt, 
2009). Of all the different types of LD, dyslexia (sometimes referred to as developmental 
dyslexia) has been the one that has been researched the most, possibly due to its relationship with 
a fundamental part of education/schooling (i.e., learning to read). Other types of LDs, such as 
specific problems with learning mathematics or primary difficulties in writing, have been 
researched but less extensively (Everatt, Weeks & Brooks, 2008).
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Despite differences in definitions of dyslexia, the common element in most is the focus upon 
difficulties in learning to read and spell (see definitions by the British Dyslexia Association: 
http://www.bdadvslexia.org.uk/. accessed April 2012, and the International Dyslexia 
Association: http://www.interdvs.org/. accessed April 2012). Estimates argue that individuals 
with dyslexia constitute about 6% of the Kuwaiti population (Kuwait Dyslexia Association, 
2002), a figure that is consistent with those derived from populations elsewhere (see Smythe, 
Everatt & Salter, 2004). Such consistencies in incidence rates have argued for a general 
underlying cause of dyslexia that is, at least partially, independent of social, cultural and 
linguistic differences. Hence dyslexia and, by extension, most LDs, have been considered as 
constitutional in nature and to have a biological or genetic cause (see above referenced 
definitions); indeed there is now evidence that genetics contribute to dyslexia, as well as other 
types of LD such as dysgraphia. Evidence also argues for dyslexia to be specific in nature and 
therefore attributed neither to general cognitive delay nor some gross neurological or sensory 
disorder (Thomson & Raskind, 2003).
In addition, dyslexia has been found in many cases where those teaching practices implemented 
are effective for most non-dyslexic children; although, this does not mean that dyslexia is 
independent of teaching practice (Torgesen, 2005; Uhry & Clark, 2005). Many studies have 
found positive effects with education-based intervention that are appropriate for the LD targeted. 
For example, interventions providing effective remediation of word identification (or decoding) 
skills, improving writing composition through text structure, helping students to problem solve 
in mathematics, and using cognitive strategies to support learning have all been found to show 
benefits for children with different LDs (see, for example: Beminger & Amtmann, 2003;
Graham & Harris, 1989; Lovett, Borden, DeLuca, Lacerenza, Benson & Brackstone, 1994; 
Wong, Harris, Graham & Butler, 2003). One of the most widely used interventions for children
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with dyslexia is the Orton-Gillingham approach in which the teacher uses all the senses 
(auditory, visual, oral and kinaesthetic) to support learning (Birsh, 2005). The opposite end of 
the LD-teaching experience spectrum means that no intervention may lead to LD individuals 
developing additional negative consequences not apparent in younger LD children (see 
Humphrey & Mullins, 2002; Miles & Varma, 1995; Riddick, Sterling, Farmer & Morgan, 1999; 
Stanovich, 1986; Vogel & Adelman, 2000). These negative consequences can include severe 
behavioural and/or emotional problems (McBride & Siegal, 1997; Vaughn, Zaragoza, Hogan & 
Walker, 1993). Moreover, children who believe that they are academically weak may engage in 
antisocial behaviour (Pisecco, Baker, Silva & Brooke, 1996). Left without appropriate support, 
LD individuals will continue to experience learning difficulties and are likely to be low 
achievers. This may negatively influence their self-esteem/self-concept, possibly leading to 
feelings of failure and frustration. In a study conducted on a sample of adolescents fi*om juvenile 
welfare centres in Kuwait, 20% of the young offenders showed evidence of dyslexia (Elbeheri, 
Everatt & Al-Malki, 2009), which is much higher than the 6% found in the general population.
2.3 Education in Kuwait
According to the history of education in Kuwait (Centre for Research and Kuwaiti Studies, 2002, 
in Arabic), initial teaching curricula (dating fi-om around the mid to late C l9*) centred on the 
Holy Quran, the main/only Muslim scripture that is a guide for Muslims on how to live their 
lives (including rules and laws about marriage, divorce, trading, education, etc.). Much of what 
we might consider academic work in those days was performed for the sake of explaining, 
analyzing and/or teaching the Quran. The motivation to leam was religious.
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Then the second stage of education in Kuwait necessitated the introduction of reading, writing 
and mathematics for reasons other than memorizing or teaching the Quran. Trading with 
different countries necessitated learning to read, write, and calculate for many people involved in 
business or who needed to calculate inheritance, read wills or deal with different legislative 
procedures. Around the year 1911 when the first recognized public school opened in Kuwait, 
further subjects were added to the curriculum, such as mathematics, composition, geography, 
history, Arabic literacy, and English. Initially, boys only were educated in Kuwait, but in 1926 
girls were allowed to attend school and attended classes in subjects such as sewing, together with 
reading, writing and mathematics.
From 1911 to 1936, education in Kuwait changed only slightly. In 1936, an Education Board 
was formed to determine the taught curriculum, the employment of teachers and principals to 
different schools, and the rules and regulations of the Kuwaiti educational system. A primary 
school system began in 1936, followed in 1942 by the establishment of secondary schools. Over 
the years, the education system developed into kindergarten for 2 years (provided free but not 
compulsory), primary classes for 5 years (compulsory and usually starting at age 6), elementary 
or intermediate classes for 4 years (compulsory), and high school for 3 years (not compulsory). 
According to UNESCO's Kuwait country profile, school is compulsory from age 6-13 years 
(UNESCO 2006). University and post-secondary education provided by the state is also free, 
but students need to get certain Grade Point Average scores to be accepted into these levels.
Education in Kuwait is now compulsory and a constitutional right for every Kuwaiti citizen until 
the age of 13. The increase in compulsory education over the years led the State of Kuwait 
General Secretary of the Supreme Council for Planning and Development (2010) to report that 
basic literacy in Kuwait grew to 98% of those aged 15-25 by 1993, then to nearly 100% of 15-25 
year olds in 2008. However, basic literacy here refers to a relatively low level of literacy and
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there are still children and adults with poor reading and writing skills in Kuwait (see the 
Cooperation Council for the Arab States of the Gulf, 2006,
http://facultv.ksu.edu.sa/almansour/Publications/Comr)rehensive%20Development%20of%20Ed 
ucation.pdf. accessed May 2012). In addition, despite the rise in basic literacy levels, this Report 
identified many limitations and areas in need of the development in the educational system 
across the Gulf region, including the State of Kuwait. These limitations were seen by the Report 
writers as stifling progress in the education systems and included criticisms concerning the 
underlying philosophy of education in Kuwait, problems with documentation of educational 
policy, lack of education planning and management, a curriculum considered to be entrenched in 
theory, based upon memorization rather than understanding, and the lack of practical or research 
aspects that might promote independent learning and problem-solving, as well as pro-activeness, 
together with the poor use of technology or computer-based learning. Also, according to the 
Report, in most of these educational systems, there is an absolute reliance on grades, with little 
room to include higher thinking skills within teaching practice, leading to a lack of independent 
learning by the students. Moreover, poor teacher training was one of the most pressing issues 
discussed. Additionally, a lack of information about the process of teaching, and the absence of 
a measure of professional competence might impact can decrease some teachers’ motivation to 
work/teach, drew criticism. Teaching in schools is based on finishing the curriculum rather than 
delivering the lesson or involving the students, and students’ learning differences are rarely taken 
into consideration.
Kuwaiti teachers, who comprise only about 23% of the teaching population, have reported 
feeling unappreciated in society and many leave for better positions elsewhere (Al-Sharaf, 2006). 
The shortage of Kuwaiti nationals teaching in schools leads to a high percentage of foreign 
teachers being employed. Most originate from Egypt, Syria, Jordan and other Arabic-speaking
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countries, given the language requirements of a teacher in Kuwait. However, there is no 
evidence that these teachers are chosen carefully; rather, employment seems to be based more on 
emergency of need. There seems to be little checking on the background of the potential teacher, 
or effort to ensure that they have the necessary training about teaching in, and being part of, what 
may be for many a very different culture. This can lead to major teacher-child interaction 
difficulties in Kuwaiti schools, as the teacher may lack motivation to teach and the child may not 
afford the teacher the respect he or she would expect. The potentially boring and repetitive 
curriculum, which the teacher is required to follow, only adds to these interaction problems. 
Perhaps it is not surprising that one of the main complaints of teachers is that their students 
behave inappropriately; i.e., they are disruptive, disobedient, over-active, inattentive: they all 
have behavioural problems.
The lack of training for teachers in special educational needs only adds to the lack of 
understanding. This educational situation means that what appears to be disruptive behaviour in 
a Kuwaiti school may be very different from that identified in schools in other countries. 
Additionally, training techniques for reducing inappropriate behaviour may be particularly useful 
in Kuwaiti schools, not solely for those schools where children with diagnosed behavioural 
problems (such as ADHD) are taught. Clearly, these techniques need not rely upon medication. 
Research informing the development of classroom-hdiSQd techniques would be of potential 
practical value for those working and studying in Kuwaiti schools.
2.3.1 Government/Mainstream Versus Special Needs Schools
As stated above, education in Kuwait is compulsory until the age of thirteen, but free all the way 
through university. There are about 700 public schools in Kuwait. A curriculum is set for every
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level, and all teachers have to follow the curriculum appropriate to their area of teaching. Arabic 
and Islamic religion classes are compulsory. The English language is introduced in year two of 
primary. A typical primary education year would consist of the following classes: Islamic 
studies, Arabic language, English language, general Science, Mathematics, Social Studies, 
Physical Education, Fine Arts, and Music. A typical intermediate education year would consist 
of the same subjects as primary plus Practical Studies, Computer Studies and, for girls. Home 
Economics. For the 3 year secondary education (high school), all tenth grade students must take 
all the sciences (such as biology, geology, chemistry, etc.), and all grades (10*-12*) take Arabic, 
English language, Islamic and Social Studies. When they reach eleventh grade each student 
must choose whether they would like to major in the Sciences or Arts.
At the primary and intermediate levels, students are assessed by examination and homework. At 
the secondary level, the students are assessed by examinations (oral and written), projects, and 
homework. To pass, students must have a total of 50% or more of the total grade. In 2005, the 
student-teacher ratio in primary schools was 12:1.
At the post-secondary level, there are two choices: Kuwait University or The Public Authority 
for Applied Education and Training (PAAET). Kuwait University offers a wide range of 
bachelor programmes as well as some programmes at the masters and PhD level. PAAET is 
more of a vocational training institute, with studies of about two years focusing on vocational 
programmes, with majors in Science, Mathematics, Physical Education, Curriculum 
Development and Teaching methods. Business Studies, Nursing and Technology, among others. 
It also has a special education department that runs courses on special educational needs.
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Teachers are trained in two places in Kuwait: either the Faculty of Basic Education at PAAET or 
the Faculty of Education at the University of Kuwait. Both education faculties offer programmes 
leading to bachelor degrees, though as the names suggest the focus is slightly different. PAAET 
was established in 1982 and is made up of four colleges, one of which is the Basic Education 
College. The College provides the Ministry of Education in Kuwait with teachers who are 
trained in teaching kindergarten and primary school students. Due to the recent increase in the 
need for teachers at the intermediate level, the college has also been asked to teach at this level. 
On the other hand, at Kuwait University (KU), which was founded in 1966, the College of 
Education offers undergraduate, post-graduate diploma and graduate studies in different fields in 
education. At undergraduate level, the College of Education offers courses for prospective 
teachers to teach different subjects (including psychology for secondary education) at 
kindergarten, primary, intermediate, and secondary levels. The postgraduate diploma at KU is 
offered for Counselling and Education. The Masters Programme offers four areas of study, 
which include Foundation in Educational Studies, Curricula and Teaching Methods, Educational 
Administration, and School Psychological Counselling. In addition to the courses, the College 
of Educations trains prospective teachers in specific educational administration and plarming 
needs to prepare them for teaching. This training is done with the help of the Ministry of 
Education Training Centre (kuniv.edu.kw. retrieved December 201 IT
Also, and more importantly, in Kuwait, one can have a Bachelor of Science in Mathematics and
be allowed to teach without any training in the foundation of education, class management
techniques or have had previous teaching experience. Furthermore, a large percentage of
teachers who teach at all educational levels are non-Kuwaiti and there appears to be no criterion
necessary for a foreigner to be accepted to teach in Kuwait. Non-Kuwaitis can apply for PAAET
or Kuwait University but they have to pay tuition fees and there are a limited number of places
available for non-Kuwaitis. This is because of the number of Kuwaitis who meet entry
requirements for acceptance; these students have to be given a place. There are reserved places
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for non-Kuwaitis, but these are for students with Kuwaiti mothers, sons and daughters of martyrs 
of the 1990 invasion, diplomats (Kuwaiti as well as non-Kuwaiti), spouses of Kuwaitis, and 
citizens of Gulf countries. Generally, therefore, non-Kuwaiti teachers are trained outside of 
Kuwait.
From kindergarten to the end of secondary school, teachers follow the Ministry of Education 
curriculum and do not have much leeway for anything extra. For example, a typical primary 
level lesson of any subject would consist of the teacher orally explaining the lesson while writing 
some words or points on the white board. An English language lesson might be a little more 
interesting, with the teacher using posters or plastic objects to match the words being learned. 
Generally, though, there is very little interaction with the students and more of the teacher telling 
the students what the lesson is. For example, a typical interaction would be the teacher asking 
questions with the students giving one-word answers. Relatively rare teaching strategies might 
include the teacher asking students to trace a word, or ask to repeat after her a word or a 
sentence, or sharing a short song where the students can leam names of body parts (i.e., heads, 
shoulders, knees, and toes). Of course, there are a few exceptions where teachers are creative 
and may work extra hours to make sure they give a creative lesson - time, curriculum and 
manager permitting; however, of necessity, the present Thesis focuses on the general or typical 
rather than the exception unless explicitly stated otherwise.
23.2 Special Education in Kuwait
There are about 50 special needs schools; some are private but most are public. There are also a 
few Centres, Clubs, and Institutions, which offer services and/or cater to persons with 
disabilities. Furthermore, there are some public schools that have attempted to include students
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who are slow learners: these are typically children with low IQs, though not less than 70. 
However, students deemed slow learners are included in that they share the same public school 
but they have their own classrooms, as well as their own curriculum. Therefore, they are 
included during recess but excluded during class time. There are about ten private schools, some 
Arabic and some bilingual (Arabic/English), which also provide some kind of educational 
services to persons with LD. These private schools usually have services for other disabilities 
such as for the visually impaired, physically challenged individuals, mild to moderate mentally 
challenged individuals, and the hearing impaired. Again, some classes or activities are shared, 
whereas others are based upon disability. There are approximately 500 private schools in 
Kuwait from nursery to university level. Some follow the Arabic (Ministry of Education) 
curriculum; others the American, British, French, Indian, or Iranian curricula. The Ministry of 
Education monitors only the Arabic Language and Islamic Studies curricula taught in the private 
schools. Some of these schools have a "green unit", which resembles a resource room for LDs 
and slow learners. Furthermore, some Arabic private schools also cater and offer a modified 
Arabic curriculum for its LD students.
A final group of institutions that cater to persons with disabilities, including LD, would be 
classed as non-govemmental organizations (NGOs). For example, one school caters exclusively 
for LD students fi"om primary to high school following an American modified curriculum. 
Another, and the one where much of the work in this Thesis was initiated, focuses on LD 
children but covers the Ministry of Education curriculum used in all Kuwaiti public schools.
This Centre has been providing services to Kuwaiti students with LD for 26 years. It is the 
oldest LD Centre and school in the region, and the Kuwaiti Ministry of Education has been 
cooperative with it since its inception. In addition, the LD Centre mentioned above is the only 
place in Kuwait which tests the child’s educational level, i.e., the child’s Arabic, Mathematics,
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and English is tested based on the Ministry of Education curriculum. The educational tests assist 
to establish an Individual Educational Plan (IE?) for the child. At this Centre, a child is deemed 
LD only after extensive interviews with the parents, observation of teachers’ reports for one 
year, IQ as well as Educational Tests for the child’s level in Arabic, English and Mathematics. 
Teachers at this Centre are mostly non-Kuwaiti and many are normal teachers working under 
The Ministry of Education in Kuwait. They are "borrowed" from their normal mainstream 
school for a number of years, and receive on-going training in class management techniques, and 
on multisensory teaehing/leaming, especially in teaching language and mathematics. As much 
as time, space, and resources allow, these teachers use visual, auditory, and kinaesthetic teaching 
methods, as well as a variety of tools and resources. Teaching might include using videos, 
music, flash cards, tracing, field trips, cooking, physical education, sand trays, to name a few, to 
teach language and mathematics. The student/teacher ratio in this centre is 2:1, thereby allowing 
small group and individual tutoring.
There is no real “inclusion” of students with disabilities in the Kuwait education system. Some 
public schools have special needs classes offered for slow learners; and most recently the above 
mentioned LD Centre with the help of the MOE have started a three year inclusion project 
focused on supporting LD students in mainstream primary schools. This project is ongoing and 
within one of Kuwait’s six educational districts: Mubarak Alkebeer. All 28 primary schools of 
that district are taking part in the inclusion project, which involves training teachers about 
inclusion procedures. In addition, a special school has been established in the district by the 
MOE to cater for boys with more severe learning disabilities: i.e. those students unable to cope 
academically in the mainstream. All the 7000 students of the 28 schools were screened for LD 
and about 100 boys with the higher levels of LD were chosen to attend that special school. All 
the Principles, Vice Principals, Counsellors, Social Workers, and Teachers of the 28 primary
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schools were and still are being trained on how best to help LD students in the mainstream by a 
team of Arabs with experience in teaching students with LD as well as international consultants.
In special schools/classes, one of the main problems is lack of teacher training. This is most 
clearly observable in teachers’ ability to control classes - both mainstream and special (we will 
return to this point later in the Thesis, particularly in Study 3). For example, even amongst 
teachers of children with special needs, off-task behaviours rarely seem as potentially associated 
with LD: it is not unusual to hear teachers refer to children with behavioural issues as a 
‘nuisance’, ‘trouble’ or ‘naughty’ and so forth. Indeed, behaviour-related conditions that affect 
learning, such as Attention Deficit Hyperactivity Disorder (ADHD) or emotional-behavioural 
problems, are poorly understood and catered for in Kuwait; if they are recognized, they are seen 
as a medical issue and rarely anything to do with education, school processes or classroom 
management. However, as discussed in the next section (and Study 1), behavioural/attention 
problems are important to consider since they show a high level comorbidity with learning 
disabilities and can negatively affect educational achievement.
2.4 LD and Behavioural Difficulties
One disorder that has a high comorbidity with LD is Attention Deficit Hyperactivity Disorder 
(ADHD). It has been estimated that between 30 and 50% of those diagnosed with ADHD also 
have learning/academic problems (Semrud-Clikeman, Beiderman, Sprich-Buckminster, Lehman, 
Faraone & Norman, 1992). ADHD is a disorder characterized by three (developmentally 
inappropriate) symptoms: inattention, hyperactivity, and impulsivity (Barkley, 2006).
Inattention involves having problems with sustained attention, distractibility, and alertness. High 
levels of motor and/or vocal activity characterize hyperactivity. Impulsivity refers to behaviours
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such as having problems waiting in turn, and responding too quickly to situations and without 
considering the consequences, which may lead to dangers and risk taking behaviours. According 
to the Diagnostic Statistical Manual of Mental Disorders (DSMIV), for the person to be 
diagnosed with ADHD, the condition has to be long lasting (>6 months), the symptoms should 
have been present before the age of 7 and across situations (for example, they appear at school 
and at home), and negative effects should be apparent in the person’s academic and social 
functioning. A few studies in the Arabian Gulf region and Turkey have looked at the 
percentages of children with ADHD and found the numbers were similar to and, in some studies, 
higher than those reported worldwide (Bener, Al-Qahtani & Abdelaal, 2006; Bu-Haroon, Eapen, 
& Bener, 1999; Farah, Fayyad, Eapen, Cassir, Salamoun, Tabet, Mneimneh & Karam, 2009).
The cause for ADHD has not been identified. Most theories argue that it is a neurological 
condition that affects different psychological processes such as attention, control, behavioural 
inhibition and executive functioning (Barkley, 2006; Chu, 2003). Moreover, a combination of 
factors may result in ADHD, including genetic factors, pregnancy complications, biohazards, 
inappropriate nutrition or malnutrition, inadequate home environments, etc. (Bender, 1997; 
Barkley, 2006; Zentall, 2006).
There is considerable evidence that individuals with ADHD have deficits in behavioural
inhibition, sustained attention, resistance to distraction, and executive function, as well as
“internalization of speech, verbal memory, motor coordination, and the timing of fine motor
movements, emotional and motivational self-regulation, verbal fluency and planning” (Barkley,
2006 p. 237). All of these deficits can have a negative effect on the person experiencing them in
general life but also in schooling. A study in Qatar, an Arab country in the Arabian Gulf region
near to Kuwait, found that out of a sample of about 1500 primary grade students, 112 boys and
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33 girls (close to 10% of the whole sample) produced high scores on the Arabic Version of the 
Connors’ Classroom Scale (for teachers), which is a questionnaire that measures ADHD 
symptoms. Moreover, the study found that those same students who scored above the cut-off 
point for ADHD symptoms also performed poorly academically (Bener, Qahtani & Abdelaal, 
2006).
Despite the complexity related to cause, the negative effects, particularly those most clearly 
related to LD, can be overcome or reduced by appropriate intervention (Barkley, 2006). For 
example, there are studies that show the usefulness of medication-based interventions, either on 
their own or in combination of other interventions, to decrease disruptive behaviour (MTA 
Cooperative group, 1999; Short, Manos, Fidling & Schubel, 2004). However, the long-term 
success with medication-based interventions alone is questionable, and there are side effects to 
stimulant medications such as irritation, sadness, insomnia, and anorexia (Efron, Jarman & 
Barker, 1997). A study by Faraone & Geifer (2007), for example, examined the long-term 
effects on growth of Methylphenidate Transdermal Delivery System (MTS), which is a stimulant 
medicine used for the treatment of ADHD. The MTS intervention was associated with delays in 
attaining height, weight, and Body Mass Index (BMI). In particular, although positive effects of 
medication-based interventions can be found on educational measures (Barry & Messer, 2003; 
Bussing, Zima, Gary & Garvan, 2002; Evans, Pelham, Smith, Bukstein, Gnagy, Greiner, 
Altenderfer & Baron-Myak, 2001), longitudinal studies especially have shown little or no long­
term effect on academic performance (Mannuzza, Klein, Bessler, Malloy & LaPadula, 1993; 
Swanson, Flockhart, Udrea, Cantwell, Connor & Williams, 1995). Hence, long-term academic 
success may be best achieved through a combined intervention approach, where medication used 
only when necessary and over short time period, and where interventions are implemented in, or 
supported by, targeted classroom practice.
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Having student(s) with behavioural problems in a classroom can be highly disruptive for other 
students. The disruptive behaviours can affect concentration on tasks and entice other students 
to copy the same disruptive behaviours, especially if the disruptive student is getting most of the 
attention. Naturally, and because of the teachers’ excessive attention on the ‘problem’ student, 
less time may be spent on teaching and actual learning for other students. In addition, for the 
student with behavioural difficulties, much of the lesson, ideas and class assignments will be 
missed as a result of the student fidgeting, moving about, talking excessively or staring into 
space, all of which decrease on-task behaviours. Moreover, having a student with behavioural 
difficulties in the classroom can and does increase student-teacher frustration and tension, 
especially when the teacher has not been trained to cope with having a hyperactive or impulsive 
student and has no experience or training in classroom management.
Academically, for the students with behavioural problems, it means that they miss much of what 
is being taught to them and they may make many errors in examinations or assignments because 
of their impulsivity (Zentall, 2006). For example, they are quick to answer and/or write down 
the first thought that comes to their mind, which is not necessarily the "correcf ' answer.
Inattention and off-task behaviours can also affect concentration whereby less time is spent on 
on-task behaviour; and where a student jumps fi*om one task to the next without finishing the 
previous one, i.e., the student fails to complete his/her assignments. In addition, and as a result 
of the student’s inability to sustain attention for a long period of time or because the inattentive 
person is easily distractible, there are bound to be errors in their examinations and assignments. 
Also, the individual may be generally less productive academically compared to students without 
attention/behavioural difficulties.
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2.5 Self-Esteem, Emotional and Behavioural Consequences of LD
There is evidence for the behavioural and emotional consequences of having a learning disability 
(McBride & Siegal, 1997; Valas 2001). Personal reports from Kuwaiti students with a learning 
disability indicate that they have a history of being "put down", or even been called names by 
parents, teachers and friends, in social as well as academic situations, which can lead to low self­
esteem and negative self-concept. This is consistent with studies around the world. For 
example, a Belgian study by Gadeyne, Ghesquiere and Onghena (2004) found that individuals 
with a specific learning disability were at risk of social behaviour problems, whereas subjects 
with general low achievement had problems with their academic self-concept and academic 
motivation. In another study, which looked at the effect of academic self-concept on children 
with ADHD, it was found that children’s poor perception of their academic self-image led to the 
development of antisocial behaviour (Piseeeo, Wristers, Swank, Silva & Baker, 2001).
LD students may become easily frustrated due to past experiences. They may become angry
when unable to read, write, spell, calculate, or memorize as easily as their peers. School
examination periods, for example, are times of intense anxiety, frustration, fear, and
apprehension due to the perceived potential for failure. Over time, these negative emotions may
lead to depression and to some having suicidal thoughts/attempts. One study, which investigated
and analyzed suicide notes of adolescents who have attempted suicide, found that most of the
notes contained errors in spelling and in handwriting, which were similar to errors usually made
by adolescents with learning disabilities (McBride & Siegal, 1997). Also, over time, students
with learning disabilities may develop what is termed "learned helplessness" (Valas 2001),
whereby a student feels he has no control over his ‘academic’ endeavours. Learned helplessness
develops because of failure in an area that may be repeated over several occasions leading the
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individual to believe that they can do nothing about failing. Often the person experiencing this 
level of continued and uncontrollable failure gives up trying to succeed and may, in the case 
educational endeavours stop studying. Students with learning disabilities also tend to internalize 
negative consequences of their actions and externalize positive results. For example, when a 
student with learning disabilities achieves grade "A" in an examination, he may attribute the 
mark to the test being easy or to the teacher being considerate in marking, whereas a student 
without learning disabilities might attribute the good mark to his own hard work. Furthermore, 
negative behaviours or emotional behaviours, may be a form of coping with their difficulties in 
academic contexts. For instance, when a teacher asks the students to copy off the white board 
(which is a given in a stereotypical class lesson in Kuwait), the student with writing difficulties 
might start talking to the student next to them or ask to go to the toilet and only come back after 
the class has ended; or one student might start clowning around to distract the whole class from 
copying, hence saving himself embarrassment.
The behavioural, attention and emotional difficulties discussed in this sub-section and the 
previous one can, in many instances, be decreased with appropriate behavioural and academic 
care/intervention. These will be covered in the next sub-section.
2.6 Interventions for Children with LD and Related Special Needs
2.6.1 Cognitive-Behavioural
Most widely used interventions to decrease unwanted behaviour in students are medication- 
based and/or cognitive-behavioural (The MTA Cooperative Group, 1999). The focus of the 
present work is on the latter type of interventions that can be implemented in educational 
institutions, not medical-based interventions. This is particularly important, given that
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medication alone has been found to have fewer long-term positive effects than educational or 
combined interventions. Medication also, is not without reported side effects (Adelman & 
Compas, 1977; Winterstein, Gerhard, Shuster, Johnson, Zito & Saidi, 2007). Cognitive- 
behavioural methods have been found to help children and older students behave positively (see 
Birkimer, Druen, Holland & Zingman, 1996; see also review by Baer & Nietzel, 1999). They 
can include parent training, peer tutoring and teacher interventions, self-monitoring and strategy 
training, and psychosocial interventions (see reviews by Cobb, Sample, Alwell & Johns 2006; 
Hoofdakker, Veen-Mulders, Sytema, Emmelkamp, Minderra & Nauta 2007; Pelham & Fabiano 
2008; Raggi & Chronis 2006). For example, in one study (DuPaul, Ervin, Hook & Mcgoey, 
1998), which evaluated a classroom peer tutoring intervention for children with ADHD, children 
with behaviour problems were paired with another child who was considered by his teacher to be 
well behaved and at his grade level academically. The pair would work on certain academic 
skills - spelling, for example - which was found both to reduce most of the ADHD children’s off- 
task behaviours and to increase engagement in academic tasks. Another CBT method (reported 
in Calson, Mann & Alexander, 2000), which also showed improvements in the academic 
performance and motivation of ADHD students, involved a teacher-based intervention that 
focused on reward and response costs. Hence, modelling and feedback have both been found to 
influence behaviour and academic levels in children with negative behaviours.
Self-regulation studies are those concerned with self-management and self-monitoring. Some 
students with LD and/or ADHD have difficulties in planning, organization, inhibiting certain 
behaviours and self-control skills. Therefore, using self-regulation methods, where the student is 
taught how to control certain behaviours and thoughts, could increase their academic 
performance. Barry & Messer (2003) looked at self-management (a form of self-monitoring: for 
more examples see review by Reid, 1996) and its effect on the academic performance of children
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with ADHD. The researchers taught a sample of five sixth grade boys, who were diagnosed with 
ADHD and on medication, self-management strategies such as self-assessment and self- 
recording of the targeted behaviour(s). The self-management strategies increased academic 
performance and decreased unwanted behaviours (for more examples of self-management 
interventions see review by Mooney, Ryan, Uhing, Reid & Epstein, 2005).
Another study by Shimabukuro, Prater, Jenkins & Edelen-Smith (1999) also showed that 
children who were taught to self-manage, in this case to self-monitor and self-graph their own 
academic activities, were able to increase their academic performance and accuracy in reading 
comprehension, mathematics, and writing; furthermore, they were able to increase their on-task 
behaviours. In a general education system by Harris, Friedlander, Saddler, Frizzelle & Graham 
(2005), self-monitoring strategies were found to be effective on children with ADHD. The study 
tested self-monitoring of attention versus self-monitoring of academic performance on on-task 
and spelling behaviour. Both self-monitoring methods increased on-task and spelling behaviour. 
Self-monitoring with children with ADHD here was not used in combination with other 
interventions.
Another type of self-monitoring is self-talk, in the present research termed "positive self-
statements". This type of intervention has been used with children with learning disabilities. For
example, Kamann & Wong (1993) used self-statements as a coping method with children with
learning disabilities. The researchers used a cognitive behaviour strategy whereby they trained
children with specific mathematical problems to talk to themselves. For example, the researcher
would model solving a mathematical problem by giving voice to thoughts, or thinking aloud (one
type of self-talk), after which they taught the children some positive self-statements such as “I
am doing just fine.” The researchers pre- and post-tested the students with learning disability on
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mathematical tasks. They found that when the children received the intervention of positive self­
talk training, they scored higher on the math post-test.
In a review of the use of cue cards to support self-regulation in LD students, Conderman & 
Hedin (2011) argued that such cards can be used to assist students leam and organize academic 
and behavioural tasks, simplify challenging materials and allow them to be independent learners, 
where they can monitor and gauge their own work. These authors argued that such aids could 
support teachers of LD students, enabling them to streamline the school’s curriculum, thereby 
making tasks and procedures easier for their students to follow.
Other methods that have been linked with cognitive-behavioural methods that focus on reducing 
stress (particularly academic stress) are relaxation techniques. Such relaxation techniques have 
been used across many different contexts (Amerikaner & Summerlin, 1982; Collins, Dansereau, 
Garland, Holly & McDonald, 1981; Paul, Elam & Verhulst, 2007; Stuck & Gloeckner, 2005). A 
student’s life might conceivably be a stressful one but, for the student with disabilities, such 
stresses are aggravated. It is widely known that stress affects performance at work or at school. 
In contrast, there are studies supporting the effectiveness of relaxation on academic performance. 
For example, one study (Collins et al., 1981) looked at the effects on concentration of three 
strategies: self-initiated relaxation, positive self-talk, and a combination of the relaxation 
technique and positive self-talk. The results showed that the students in the combined strategy 
performed better than the control group in measures of reading comprehension and retention.
A study by Omizo & Michael (1982) examined the effect of biofeedback relaxation training on a 
sample of "hyperactive" boys. During treatment sessions, subjects listened to audiotapes of a
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relaxation programme for children that emphasized relaxation techniques and stress 
management, and the importance of self-control. The control group listened to audio tape stories 
which neither encouraged relaxation nor "arousal". The study showed that relaxation training 
reduced impulsive behaviour and increased attention.
Finally, a study by Amerikaner & Summerlin (1982) looked at three treatment conditions: social 
skills training, relaxation training and a no treatment control condition. This study focused on 
the effects of these strategies on LD children’s self-concept and their in-class behaviour. The 
students in the social skills training treatment condition scored higher than the other two groups 
on the social self-concept measure, whereas those in the relaxation-training group demonstrated, 
according to teacher’s reports, reduced excitable behaviour and distractibility. These findings 
argue for the need to individualize the intervention for the type of difficulty presented; a factor 
that will be discussed further in the Thesis, particularly in the General Discussion, and which is 
consistent with the need to develop individual edueation plans for children with learning 
problems.
In addition to positive effects reported in the literature, methods such as self-monitoring 
techniques, positive self-talk, relaxation and breathing techniques have the additional advantage 
that they can be practised by students themselves, thereby encouraging self-dependence. They 
also have the advantage of being very cost-effective and easily administered. Furthermore, there 
is no requirement for excessive rules and regulations that the student must follow. Additionally, 
some of these interventions can be generalized to other aspects of a student’s life and can help 
them with academic, social and emotional issues. However, specific academic intervention tools 
have been developed, aimed at children with learning problems. Many such tools used by
practitioners for working with LD students focus on multisensory learning techniques.
37
2,6.2 Multisensory Learning (MSL)
Multisensory learning is widely used with LD practice. Many ‘trained’ teachers use it in many 
schools in North America. The Orton-Gillingham approach (OG) is one such method though, 
again, this would be more familiar to North American practitioners despite many commercial 
programmes used around the world being derivatives of OG. The OG approach uses 
multisensory learning to teach students to read and spell based on a phonics approach, whereby 
students leam the sounds of letters after whieh they put the sounds together to form words. The 
OG is multisensory in that it makes use of more than one sense to help the students leam; and 
leaming can be matched to the student’s teaming style if known. For example, when the 
student’s best way of leaming is visual then that is emphasized. If on the other hand, the 
student’s visual memory is weak then the teacher can reinforce the lesson by writing and so 
forth. (See diseussions of these methods in Gillingham & Stillman, 1956).
Despite its use in many practices (Cooke, 1997; Hazoury, Oweini & Bahous, 2009), there has
been very little empirical research to support the effectiveness of a given multisensory method
on people with leaming disabilities (see Joshi, Dahlgren & Boulware-Gooden, 2002). One study
by Guyer & Sabatino (1989) examined the effectiveness of multisensory phonetic-based training
on the teaching of reading to a group of leaming disabled college students. The multisensory
techniques used in the study were adapted from the Orton-Gillingham approach and were
compared to a non-phonetic approach whereby students followed the Building Basic Skills in
Reading developed by Drazin in 1983. The college students trained through the OG approach
progressed more in their reading than the other group with the more traditional leaming to read
method. Even though this is one of the few published studies to test the OG approach using a
control group (see also conclusion drawn by Oakland, Black, Stanford, Nussbaum & Balise,
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1998), it combined the OG method with other taught skills, such as study skills, phonetic rules, 
and generalization of rules. Therefore, this work may argue for a combination of academic 
interventions, which should include, and perhaps concentrate upon, OG-like approaches (i.e., 
multisensory techniques).
In the Oakland et al. (1998) study, a two year training programme for dyslexic children was 
evaluated using a eombination of a structured phonetic instruction within a multisensory method 
of teaehing reading; again derived from the OG approach. The results indicated that the 
dyslexia-training programme was effective in improving reading in students’ with leaming 
disabilities compared to students experiencing typical lessons within a school curriculum.
Another study, by Joshi et al. (2002), empirically tested the effectiveness of a multisensory 
technique on a group of typical first grade children. The one-year study tested the effectiveness 
of an OG-based technique, concentrating on phonetic awareness, and using multisensory (all 
modalities) teaehing/leaming, to discover whether this would significantly affect the children’s 
reading skills. Compared to the control group, which had "conventional" reading lessons, the 
multisensory group showed higher scores in phonological awareness, decoding and reading 
comprehension, but it is worth mentioning that the control group scores on reading 
comprehension also improved over the time of intervention.
The most recent empirieal study (Chia & Houghton, 2011), which also evaluated the efficacy of 
an OG-based method on dyslexic children, was conducted in Singapore. The study’s sample 
consisted of primary school children diagnosed as having a specific reading disability/dyslexia.
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After the OG-based instruction, the children made significant gains in word recognition and 
word expression, though they showed no significant improvements in sentence reading.
The studies above indicate that using multisensory teaching/learning techniques can have a 
significant effect on academic leaming, particularly reading and spelling, of students at different 
levels (i.e., typical children, dyslexic children and college-level LD students). Findings 
discussed in the previous sub-section argued also for the efficacy of methods such as self­
monitoring techniques, positive self-talk, relaxation and breathing techniques for reducing 
negative behaviours. Surprisingly, very few studies have used behavioural and academic-based 
interventions simultaneously (though see Raggi & Chronis, 2006). It is the aim of the current 
work to consider the efficacy of such combined approaches.
2.6.3 Combined Intervention Methods
As discussed above, most techniques/programmes in the field of LD focus upon 
academic/educational interventions, whereas those for ADHD/behaviour problems concentrate 
on reducing the behavioural problems. Due to this, much of the intervention research available 
in the literature has also focused on targeting these different areas of problem. Very few studies 
have targeted both (see Kems, Eso & Thomson, 1999 for an example), unless it combined 
medication with academic or behavioural interventions. Given the comorbidity of LD and 
ADHD/behavioural problems discussed previously in the Introduction (Willcutt, Pennington & 
DeFries, 2000; Mayes, Calhoun & Crowell, 2000; Semmd-Clikeman et al., 1992), it could be 
argued that interventions should target academic, as well as behavioural, problems (the primary 
aim of the current research: see next sub-section). Studies exist that have shown the usefulness
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of combined intervention procedures (e.g., MTA Cooperative Group, 1999; see also Baer & 
Nietzel, 1999).
2.7 Current Work
The current work was conducted to investigate the efficacy of using interventions targeted at 
academic as well as behavioural difficulties on Kuwaiti students. Four Studies were conducted 
on typical students from public schools as well as students with leaming disabilities fi-om a 
special school. The first Study, conducted in the Kuwaiti public school system, aimed to 
determine the relationship between academic achievement and attention/behavioural problems 
amongst Kuwaiti students. The second Study developed an intervention framework for 
inereasing academic performance and reducing negative behaviours. This was developed with 
LD children in mind, though the interventions could equally be useful in mainstream contexts. 
With the latter viewpoint in mind, the third Study was conducted in a public school where the 
behavioural-focused interventions were assessed on typical students in 5* grade along-side 
normal public school teaching methods. The final Study reported in this Thesis was conducted 
in a special school for children with leaming disabilities, and focused on LD children who also 
showed negative behaviours. This Study combined the behavioural and academic interventions 
developed. The methods used in the research included positive self-statements, relaxation and 
breathing techniques, multisensory leaming and simple copying. The primary aim of the current 
work was to test the efficacy of the interventions on educational achievement, though 
improvement in behaviour was also considered.
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Chapter 3
Study 1: Relationship between Academic Achievement and Attention/Behavioural
Factors amongst Arabic-speaking Kuwaiti Children
3.1 Introduction
This Study aimed to examine the relationships between measures of attention and behavioural 
problems with measures of achievement in basic curriculum areas (literacy and mathematics). 
The purpose was to determine whether relationships between these factors occur within a typical 
Arabic-speaking Kuwaiti population of school children. Such relationships would provide 
support for the view that conditions associated with poor educational achievement and 
attention/behavioural problems co-occur within Arabic-speaking/culture school-age populations 
and, therefore, that programmes that can deal with both these conditions would be useful within 
this context. As discussed in the General Introduction (Chapter 2), such relationships have been 
found in various languages and cultural contexts. However, differences evident within the 
literature and poor understanding of the implications of these potential behavioural effects make 
further research in this area important (see also Pumfrey & Reason, 1991). Additionally, very 
little research has been conducted in the dominant Arabic-speaking/cultural environments that 
are the focus of the current work, which argues for the need to show that these relationships can 
be found within the context. Therefore, children in Kuwaiti Government curriculum mainstream 
schools were assessed on seales of attention, hyperactivity and other behavioural problems, as 
well as measures of reading comprehension, spelling to dictation and arithmetic calculations.
A mainstream population, with no evidence of major difficulties, was selected for Study one to 
address criticisms of previous work investigating similar relationships to those that are the focus
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of the current work. The methodology of studies suggesting that those with specific leaming 
difficulties have emotional/behavioural problems has drawn criticism (see Hansford & Hattie, 
1982) because their primary focus was on samples of children engaged in special programmes 
where the frequencies of co-occurring or co-morbid problems are likely to be high. This means 
that factors such as home life dismption, parental marital stress, etc., may be the underlying 
cause of the associated problems in behavioural or emotional areas (see Caron & Rutter, 1991). 
Conversely, such programmes may help overcome the negative effects associated with LD, 
leading to no relationship between emotional/behavioural problems and LD (e.g., Burden, 2005). 
Therefore, Maughan (1995) emphasized the need for more research in typical school, or 
community, based settings to reduce the potential problems with interpretation of results that 
follows fi*om co-morbidity amongst special education populations. If the relationships occur 
within a typical school population, then it is not simply due to special groups of children and, 
therefore, conelusions derived from these identified relationships need to consider the potential 
causal links (e.g., poor educational achievement leading to associated problems) discussed in the 
General Introduction. This general relationship also argues that the special needs associated with 
both educational and behavioural problems may not be confined to a small sector of the 
population, indicating the need for programmes that can be used across sectors.
The final issue that this first Study considered was the use of scales appropriate for the targeted 
population. The educational measures were based on those developed by an assessment centre in 
Kuwait and were therefore appropriate for evaluating educational achievement levels. However, 
there is a lack of work on the development of tools assessing problems assoeiated with poor 
attention and hyperactivity. Generally, most tools have been simple translations of English- 
language questionnaires into Arabie. Although this can produce tools suitable for the purpose of 
identifying problems, cultural differences may make some items either inappropriate to assess
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the constructs targeted or potentially confusing to those from different cultures, rendering the 
tool unreliable (see discussions in Elbeheri, Everatt, Reid & Al-Mannai, 2006; Smythe & 
Everatt, 2002). This may be the case, particularly with behaviours that in one culture are 
perceived as acceptable, but forbidden in another. For example, an English-language/westem 
culture scale might consider using the term "liar" which translates to "m '^"  in Arabic to explain 
a child’s or student’s behaviour. However, in an Arab, primarily Muslim cultural context, this 
may not be a term that a parent would be able to accept using as a description of their 
son/daughter. Therefore, a more acceptable term or sentence is required, such as " ^ j" ,  which is 
a less offensive form of the word "liar" in the Kuwaiti dialect. Similarly, the question "Does 
your child avoid activities which require continuous mental effort?" may be acceptable to report 
in studies within the USA or the UK, but may not be within the Kuwaiti context of the present 
research, since some parents might construe that as asking whether their child might be mentally 
inept. Therefore, in order to make the questions more preeise and/or clearer for a Kuwaiti 
sample, examples may need to be added to some questions to avoid any misunderstandings. 
Therefore, rather than a simple translation of an English-language measure, a questionnaire was 
developed in Arabic, using examples relevant to parents and teachers of children within the 
language/cultural context of Kuwait. This new questionnaire was based on The Diagnostic 
Statistical Manual IV’s symptoms of ADHD and is referred to in the present Thesis as the 
Attention Hyperactivity Questionnaire in Arabic (AHQA).
In addition to the AHQA, the Study also incorporated a questionnaire that has been used 
relatively frequently in the literature and has an Arabic translation. This scale was the Strengths 
and Difficulties Questionnaire (SDQ) originally developed by Goodman (1996). Its stated aim is 
to provide coverage of problems related to behaviours, emotions and social relationships. It was 
based on a questionnaire developed by Rutter and colleagues, which has been shown to be valid
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and reliable in many contexts (Blander & Rutter, 1996). However, Rutter’s questionnaire 
foeused on the deficits and undesirable traits, whereas the SDQ also incorporates items 
considered strengths. Data reported by the author of the SDQ have indicated that the 
questionnaire highlighted five distinct dimensions: conduct problems, emotional symptoms, 
hyperactivity, peer problems, and pro-social behaviour. Each of these can be assessed 
separately, or the first four can be combined to produce a general problems score that 
incorporates behavioural, emotional and social problems. Therefore, it can provide a means to 
assess not only the specific area of focus of the present work (problem behaviours associated 
with hyperactivity), but also investigate whether this is simply part of a range of general 
problems in behavioural, emotional and social areas. Additionally, as well as the fact that it has 
an Arabic- language translation, the SDQ was selected because it is applicable to children 
ranging fi*om four to sixteen years of age, thereby covering the range of children targeted in the 
present Study, and because, as with the AHQA, it has separate versions for parents and teachers 
(in contrast to the Rutter questionnaire, for example).
3.2 Method
3.2.1 Participants
Four sehool grades in Government schools within Kuwait were targeted for testing. These were 
grades 4 and 5, which are within the primary level of education, and grades 6 and 7, which are 
considered at the intermediate level prior to entering the secondary stage. Several schools were 
selected to allow testing of boys and girls at these different levels of the education system. There 
are separate Government schools for boys and girls in Kuwait and the differenees in numbers of 
boys and girls in the sample reflected class sizes and attendance across the schools. Schools 
were selected as following the normal curriculum of the Kuwaiti Ministry of Education and
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because there was no reason to believe that they were atypical in terms of population or 
educational standard of the children.
Of the schools contacted, all except one agreed to take part in the work. In total, 181 Kuwaiti 
pupils were tested on all of the measures (see Table 3.1a for details). Additionally, about half 
the mothers plus teachers of about half of the children completed the behavioural difficulties 
questionnaires, leading to data for 99 children on the parent questionnaires and 96 (for the SDQ) 
and 99 (for the AHQA) for the teacher questionnaire (see Tables 3.1b and 3.1c). Not all parents 
or teachers completed the questionnaires, either because of time restrictions (e.g., a teacher 
unable to complete questionnaires for all children in their class, and in three cases completing the 
AHQA only but not the SDQ) or because a parent or teacher could not be contacted personally 
by the researcher or preferred not to be involved in the Study, despite giving consent for their 
child to be involved in the achievement testing. The strategy used was to attempt to contact 
parents and teachers about completion of questionnaires up to the point where data were 
available for at least half of the children completing the achievement measures ensuring that 
there was a spread of data across the grades included in the Study.
Table 3.1a Numbers of Children in Each Grade by Sex of Child
Grade 4 Grade 5 Grade 6 Grade 7
Male 20 23 18 18
Female 22 26 27 27
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Table 3.1b Numbers of Children in Each Grade by Sex of Child for Whom Parent
Questionnaire Data were Available
Grade 4 Grade 5 Grade 6 Grade 7
Male 14 16 11 7
Female 13 13 16 9
Table 3.1c Numbers of Children in Each Grade by Sex of Child for Whom Teacher 
Questionnaire Data were Available
Grade 4 Grade 5 Grade 6 Grade 7
Male 10 6 4(3) 8
Female 20 18 15 18(16)
Note: numbers in brackets are for t 
completed but not the SDQ
le SDQ indicating the three cases where the AHQA was
3.2.2 Measures
All tests and questionnaires were presented in Arabic. Procedures were piloted prior to the start 
of the Study to ensure that they were appropriate for the current work (e.g., that the adults would 
be able to complete the questionnaires and that timing of tests was appropriate for children 
within the grades targeted). Testing of the children (the achievement measures) was conducted 
in the child’s school. Groups of children were seated in a quiet classroom supervised by the 
researcher away from each other and distractions. Each task was preceded by verbal 
instructions, together with one or more examples of the required task to ensure that pupils 
understood what they were required to do. Parent questionnaires were completed in the adult’s 
own time and returned via the school. Teacher questionnaires were also completed by the adult 
in their own time and returned to the researcher. Supervision of the completion of these
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questionnaires was not possible given the need to allow the adult time to complete the items to 
avoid undue pressure. However, detailed instructions were given with the questionnaires, which 
had been piloted prior to the current Study, to ensure that they were likely to allow the adult to 
complete the questionnaires appropriately. The reasons for the Study were explained to the 
adults prior to their agreement to participate and to obtain their consent to allow the children to 
be tested. This procedure, though, meant that it was not possible to ensure that all parents and 
teachers of all children completed the questionnaires.
3.2.2.1 Behavioural Measures
Assessments in this Study focused on attention deficits and hyperactivity disorders. The 
behavioural measures were either developed for non-Arabic-speaking children and then 
standardized for this context or developed specifically for the Kuwaiti context of testing. Parents 
as well as teachers completed the cheeklists that investigated attention and hyperactivity, as well 
as related behavioural problems.
3.2.2.1.1 The Strengths and Difficulties Questionnaire (SDQ)
Goodman (1996) developed the SDQ to assess problems related to soeial, emotional and 
behavioural difficulties amongst the children. Information about the questionnaire (Goodman, 
1996) indicated that it was based on previous questionnaires developed by Rutter and colleagues 
(Blander & Rutter, 1996), but expanded to incorporate additional items, mostly on children's 
strength, to the original Rutter items. Factor analyses by Goodman suggested that the expanded 
questionnaire tapped five distinct dimensions: conduct problems, emotional symptoms, 
hyperactivity, peer problems, and pro-social behaviour. Parents and teachers versions of the 
SDQ are available and both versions comprised 25 items, divided between 5 scales of 5 items
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each. The full scale can be found in the published work of Goodman, but the general items are 
presented below for the reader to understand the eonstruets assessed.
Hyperactivity Scale "Restless, overactive, cannot stay still for long"; Constantly fidgeting or 
squirming"; "Easily distracted, coneentration wanders"; "Thinks things out before acting"; "Sees 
tasks through to the end, good attention span".
Emotional Symptoms Scale "Often complains of headaches, stomachache or sickness"; "Many 
worries, often seems worried"; "Often unhappy, downhearted or tearftil"; "Nervous or clingy in 
new situations, easily loses confidence"; "Many fears, easily scared".
Conduct Problems Scale "Often has temper tantrums or hot tempers"; "Generally obedient, 
usually does what adults request"; "Often fights with other children or bullies them"; "Often lies 
or cheats"; "Steals from home, school or elsewhere".
Peer Problems Scale "Rather solitary, tends to play alone"; "Has at least one good fiiend"; 
"Generally liked by other children"; "Picked on or bullied by other children"; "Gets on better 
with adults than with other children".
Pro-social Scale "Considerate of other people's feelings"; "Shares readily with other children 
(treats, toys, pencils, etc."; "Helpful if someone is hurt, upset or feeling ill"; "Kind to younger 
children"; "Often volunteers to help others (parents, teachers, other children)".
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This scale, translated into Arabic by the questionnaire developers, was the version given to 
teachers and parents of the children in the Study. With marks ranging from 0 to 2, each item was 
marked "not true", “somewhat true" or "certainly true". Each item produced a score ranging from 
0 to 10 and the totals from these produced the score for each of the five scales. The four 
difficulties areas (excluding the pro-social scale) were then totalled to produce a combined 
difficulties score. For the present Study, the focus was on the scores for the hyperactivity scale, 
though total difficulties scores were also considered. A score out of 10 on the hyperactivity scale 
was calculated, with a higher score indicating higher levels of hyperactivity and inattention. For 
the total difficulties score, a score out of a maximum of 40 indicated problems across the 
emotional, behavioural and social dimensions covered by the SDQ.
3.2.2,1,2 Attention-Hyperactivity Questionnaire in Arabic (AHQA)
Although the SDQ has been translated into Arabic, some of the concepts in the questionnaire
may not be clear to individuals from an Arabic cultural background. Also, the SDQ
hyperactivity scale covers both behavioural and attention factors that are the focus of the current
work. Therefore, it was decided to develop an additional questionnaire that should be more
focused on the background of the adults completing the items and which included more
questions so that attention and hyperactivity constructs can be considered separately in analyses.
This questionnaire (referred to as the Attention-Hyperactivity Questionnaire in Arabic, or
AHQA) included questions with examples that were designed specifically for the Arabic-
language Kuwaiti context in which the Study was conducted. A version of the questionnaire was
developed for parents and another for teachers; though the main difference between the two
versions was the examples used to explain item statements and the use of "student" as a referent
to the individual for the teachers but "child" as a referent for parents.
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Items in the AHQA were based on diagnostic criteria for ADHD as detailed in clinical manuals, 
such as the DSM-IV. The questionnaire detailed an area of potential problems and provided an 
appropriate example to explain the difficulty. The DSMIV includes nine symptoms of 
inattention and nine symptoms of hyperactivity and impulsivity, which may be present in 
persons with ADHD. To ensure that all the symptoms were present in the AHQA, each 
symptom was covered by a question. Therefore, the questionnaire included nine items relating 
to differing inattention symptoms and another nine items about differing hyperactivity (six 
items) and impulsivity (three items) symptoms; totalling eighteen items. The questionnaire 
followed a multiple-choice format, with teachers/parents answering one of "always", 
"sometimes", "rarely" and "never" to each of the 18 statements. If the item was positive, then 
"always" and "sometimes" received a score of zero; if the item was negative, then "always" and 
"sometimes" scored a one. For example, item 2 in the teacher’s attention scale was “Is your 
student able to follow instructions?” This is a positively loaded statement. Therefore, if the 
teacher ticked "always" or "sometimes", then the student scored a zero; if the teacher ticked 
"rarely" or "never", the student scored a one. The cut-off point at which a student was 
considered to have symptoms of inattention and hyperactivity/impulsivity was nine out of 
eighteen. Items and examples in English are provided below for the reader to follow the 
constructs assessed. (Appendix 1 includes a copy of the Arabic version of the complete 
questionnaire).
Attention Scale Item statements covered issues of inattention, such as, in the teacher
version:
Does your student avoid/dislike tasks that require sustained mental effort? (For example, 
avoids doing his homework).
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- Does your student often lose things? (For example, pencils, books, school assignments). 
Another item, taken from the parent version:
- Is your child easily distracted by “extraneous” stimuli? (For example, when he is doing 
his homework and someone is talking in the same room).
Hvveractivitv Scale Item statements covered issues of hyperactivity or impulsivity, such as, in 
the teacher version:
- Does your student have difficulty remaining seated when it is necessary to do so? (For 
example, during a class assignment).
- Is your student able to do the assignments, read, or copy from the white board quietly? 
Another item, taken from the parent version:
- Does your child interrupt others? (For example, blurts out the answer before you have 
finished asking the question).
3.2.2.2 A chievement Measures
Measures of academic achievement involved literacy and mathematics tests. These were based 
on those developed for assessment purposes within Kuwait (see Elbeheri et al., 2006; 
Mahfoudhi, Elbeheri & Everatt, 2009) and, therefore, were considered appropriate for use in the 
current Study.
3.2.2.2.1 Reading
A measure of Arabic reading comprehension fluency was used to assess reading skills. The test 
was specifically developed for use with Arabic-speaking children and has been used in several
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Kuwaiti-based studies independent of, and prior to, its use in the current work (see Elbeheri, 
Everatt, Mahfoudhi, Al-Diyar & Taibah, 2011; Mahfoudhi, Elbeheri, Al-Rashidi & Everatt, 
2010). The test comprised 50 incomplete Arabic sentences, each of which required the addition 
of one word to form a whole meaningful sentence. Following each sentence, four Arabic words 
were presented, only one of which was a correct completion of the sentence. In the 
administration of this test, the pupils were allowed only two and a half minutes to complete as 
many items as they could. Children were informed of the time constraints and were stopped 
when the time allocated expired. The score for this test was the number of sentences completed 
correctly in the time allowed. (The test is included in Appendix 2). English translation 
examples are:
We tell the time with a  pen - picture - clock - book
T he lives in water elephant - bird - soldier - fish
3.2,2.2.2 Spelling
The spelling test consisted of a 56-word passage. For this procedure, the researcher slowly reads 
the passage aloud, with suitable gaps in speech to allow the children to write what was dictated, 
but also to allow context to support word recognition. The pace was determined by pilot work 
and exerted a certain amount of pressure to complete the task. After the dictation was 
completed, papers on which the children had written were collected and words marked for 
correct spelling. The number of words spelled correctly formed the score for this task. (The 
Arabic version of this task is included in Appendix 3) Although this measure has not been used 
as extensively as the reading measure, it has been used in Kuwaiti-based data collection 
independent of, and prior to, its use in the current work.
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3.2.2.2.3 Mathematics
This test was divided into four parts: addition (2+2=), subtraction (5-2=), multiplication (2x6=) 
and division (64-2=). The first three parts comprised 36 simple arithmetic calculations, whereas 
the division part comprised 33 calculations. One minute was allowed for the child to complete 
as many items as they could in each part. Papers were then collected and the number of items 
completed correctly in the time limit used as the scores for each part. These scores were then 
combined to produce the mathematics scores used in the current analyses. (This Arabic- 
language mathematics measure is included in Appendix 4, and is based on the work of Chinn: 
see Chinn, 2012). Although this measure has not been used as extensively as the literacy 
measures described above, it has been used in Kuwaiti-based data collection independent of, and 
prior to, its use in the current work.
3.3 Results
The present Study aimed to assess the relationship between educational achievement and
attention/behavioural problems. Descriptive statistics, which include mean, standard deviation
and minimum/maximum scores, are presented in Table 3.2, with 3.2a presenting those for the
achievement measures, 3.2b for the AHQA, and 3.2c for the SDQ. Comparisons of grade and
sex effects on the achievement measures using 2x4 analyses of variance (i.e., 2 levels of the sex
factor and 4 levels of the grade factor) indicated significant improvements with grade: also
females out-performed males. For reading, there was a main effect of sex (F(i,i73)=47.28,
p<.001), a main effect of grade (F(3,n3)=24.96, p<.001), but no interaction (F(3j73)=1.58, p=.197).
For spelling, there was a main effect of sex (F(ij73)=59.94, p<.001), a main effect of grade
(F(3,i73)=10.02, p <.001) and an interaction effect (F(3,n3)=2.68, p=.048). The marginally
significant interaction was due to boys improving from grade 6 to 7 whereas the girls showed
little evidence of change between these two grades. For mathematics, there was a main effect of
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sex (F(i,i73)=37.26, p<.001), a main effect of grade (F(3,i73)=22.50, p<.001) but no interaction 
(F(3,i73)=1-98, p =.1 18). Graphs of these effects (see Figures 3.1 to 3.3) confirmed evidence for 
differences between primary and intermediate levels in the schools tested and also between boys 
and girls; therefore, analyses of the questionnaire data also considered sex (girls versus boys) and 
educational stage (primary or intermediate).
Analyses (2x2 analyses of variance) of the effects of sex (girls versus boys) and educational 
stage (primary or intermediate) on AHQA (attention) and AHQA (hyperactivity) suggested a 
trend for boys to be considered less attentive and more hyperactive by parents [(Parent AHQA 
{attention: main effect of sex F(i,95)=8.38, p=.005; main effect of stage F(i,9 S)<l; interaction 
F(i,95)=1-72, p=.508)]; [(Parent AHQA {hyperactivity: main effect of sex F(i,95)=2.01, p=.159; 
main effect of stage F(i,95)=2.56, p=.l 11; interaction F(i,9 5)<l)], but more of an interaction of 
these factors on the teachers questionnaires [(Teacher AHQA {attention: main effect of sex 
F(i,95)=2.35, p=.128; main effect of stage F(i,9 5)<l; interaction F(i,95)=3.73, p=.057)]; [(Teacher 
AHQA {hyperactivity: main effect of sex F(i,95)=4.02, p=.048; main effect of stage F(i,95)=1.55, 
p=.216; interaction F(i,95)=6.98, p=.010)]. The latter interaction effects can be seen in Figures
3.4 to 3.7 and suggested that the intermediate stage teachers considered females as more 
inattentive and hyperactive than boys, whereas there was little difference evident in primary 
stage teachers’ data.
Analyses (2x2 analyses of variance) of the same factors of sex (girls versus boys) and
educational stage (primary or intermediate) on SDQ (hyperactivity) and SDQ (total difficulties)
scores again suggested a trend for boys to be considered as more hyperactive and having more
problems by parents [(Parent SDQ {hyperactivity: main effect of sex F(i,95)=9.48, p=.003; main
effect of stage F(i,9S)<l; interaction F(i,9 5)<l)]; [(Parent SDQ {total difficulties: main effect of sex
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F(i,95)=2.68, p =.105; main effect of stage F(i,9 5 )< 1; interaction F(i,95)=L24, p=.269)], but for the 
opposite perception, particularly at intermediate stage, to be indicated on the teachers 
questionnaires [(Teacher SDQ {hyperactivity: main effect of sex F(i,92)=6.12, p=.015; main effect 
of stage F(i,92)<1; interaction F(i,92)=2.88, p= 093)]; (Teacher SDQ {total difficulties: main effect 
of sex F(i,92)=7.53, p= 007; main effect of stage F(i,9 2)<l; interaction F(i,92)=2.63, p=.108)].
These effects can be seen in Figures 3.8 to 3.11. Again, the difference between parents and 
teachers in terms of their perception of boys versus girls may be due to conservative ratings of 
boys, particularly by some intermediate stage teachers, or an influence of culture on the 
perceived behaviour of older girls in school versus home environment.
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Table 3.2a Descriptive Statistics for the Mathematics, Reading and Spelling Measures
Maths Reading Spelling
33.20 11.25 23.80
Male (20.16) (9.65) (17.68)
Grade 4
[6-80] [2-33] [0-55]
49.50 21.32 41.32
Female (18.43) (8.88) (16.89)
[10-86] [3-40] [5-56]
47.91 17.43 37.13
Male (14.08) (8.68) (14.81)
Grade 5
[25-71] [2-32] [5-54]
78.35 30.27 52.38
Female (16.10) (6.70) (3.72)
[55-125] [20-49] [41-55]
59.94 21.39 26.39
Male (29.83) (8.99) (12.91)
Grade 6
[8-117] [6-35] [5-51]
66.59 30.00 46.93
Female (17.84) (9.20) (11.75)
[16-96] [10-50] [5-55]
69.11 30.22 41.72
Male (26.65) (10.88) (13.47)
Grade 7
[12-124] [8-48] [10-53]
84.48 35.19 47.59
Female (18.06) (7.95) (6.70)
[50-122] [22-50] [26-55]
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Table 3.2b Descriptive Statistics for the AHQA
Parent Parent Teacher Teacher
Attention Hyperactivity Attention Hyperactivity
Score Score Score Score
4.29 4.93 3.30 3.80
Maie (1.68) (2.84) (2.00) (2.66)
Grade 4
[2-7] [0-9] [0-6] [0-7]
2.62 3.31 4.40 3.50
Female (2.43) (2.93) (2.58) (2.69)
[0-7] [0-9] [0-9] [0-8]
3.13 3.00 3.50 3.00
Male (1.89) (2.10) (1.64) (2.97)
Grade 5
[1-8] [0-6] [1-6] [0-8]
1.85 2.62 1.78 2.72
Female (0.80) (2.10) (1.67) (2.32)
[0-3] [0-7] [0-6] [0-8]
3.36 4.00 2.00 1.00
Male (1.57) (2.37) (1.16) (1.41)
Grade 6
[1-6] [1-9] [1-3] [0-3]
2.63 3.69 4.67 3.40
Female (1.60) (3.11) (3.04) (2.97)
[0-8] [0-9] [0-9] [0-8]
3.71 5.43 3.25 1.38
Male (2.87) (2.23) (1.83) (1.30)
Grade 7
[0-8] [1-8] [0-6] [0-3]
2.56 4.56 4.78 4.39
Female (1.13) (1.88) (2.56) (2.81)
[1-4] [2-8] [0-9] [0-8]
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Table 3.2c Descriptive Statistics for the SDQ
Parent Parent Teacher Teacher
Hyperactivity TotalDifficulties Hyperactivity
Total
Difficulties
Score Score Score Score
4.79 14.43 1.80 7.40
Maie (2.19) (6.02) (1.48) (4.09)
Grade 4
[1-10] [7-29] [0-4] [2-14]
4.08 13.38 4.00 12.20
Female (2.40) (4.68) (2.10) (5.03)
[0-7] [5-22] [0-8] [3-22]
4.50 14.50 4.50 11.00
Male (2.28) (6.96) (3.27) (5.55)
Grade 5
[1-8] [3-26] [0-10] [2-19]
2.31 9.54 2.44 8.17
Female (1.55) (3.53) (1.98) (4.79)
[0-5] [4-16] [0-6] [1-19]
4.45 11.27 2.00 7.33
Male (1.92) (5.27) (1.00) (4.04)
Grade 6
[2-7] [4-22] [1-3] [3-11]
3.56 13.00 5.20 15.27
Female (2.34) (4.76) (3.65) (8.48)
[0-7] [6-21] [0-10] [3-28]
4.71 16.57 1.88 6.50
Male (2.50) (4.86) (1.36) (3.12)
Grade 7
[2-9] [11-25] [0-3] [2-12]
2.89 12.33 3.50 10.31
Female (1.17) (3.91) (2.37) (6.23)
[2-5] [7-20] [0-7] [3-27]
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Figure 3.1 Comparisons of Grade and Sex on Reading Scores
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Figure 3.2 Comparisons of Grade and Sex on Spelling Scores
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Figure 3.3 Comparisons of Grade and Sex on Mathematics Scores
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Figure 3.4 Comparisons of Educational Stage and Sex on Parent AHQA (Attention)
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Figure 3.5 Comparisons of Educational Stage and Sex on Parent AHQA (Hyperactivity)
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Figure 3.6 Comparisons of Educational Stage and Sex on Teacher AHQA (Attention)
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Figure 3.7 Comparisons of Educational Stage and Sex on Teacher AHQA
(Hyperactivity) Scores
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Figure 3.8 Comparisons of Educational Stage and Sex on Parent SDQ (Hyperactivity)
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Figure 3.9 Comparisons of Educational Stage and Sex on Parent SDQ (Total 
Difficulties) Scores
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Figure 3.10 Comparison of Educational Stage and Sex on Teacher SDQ (Hyperactivity)
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Figure 3.11 Comparison of Educational Stage and Sex on Teacher SDQ (Total 
Difficulties) Scores
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Partial correlations (controlling for the sex and grade of the child) were calculated to determine 
the relationship between the attention/behavioural ratings and achievement measures (see Table 
3.3). These indicated good relationships between the educational achievement measures (over 
r=.65) and between the attention/behavioural measures within the parents’ ratings (r-values 
ranging from .56 to .77). The relationships between the attention/behavioural measures within 
the teachers’ ratings were, in the main, also reasonable, although the partial correlations with the 
AHQA hyperactivity scores were much lower (but still significant) than those between the other 
ratings (r-values ranging from .29 to .44 when including the AHQA hyperactivity scale, and 
fi*om .64 to .88 for the other measures). Relationships across parent and teacher ratings were 
lower than the within-parent or within-teacher relationships, and mostly ranged from r=.2 to 
r=.4, suggesting moderate associations when the same children were rated by parents and 
teachers. Relationships between the SDQ hyperactivity scale and the two scales in the AHQA 
confirm the view (see the Introduction of this Study) that the former measure is assessing 
attention as well as hyperactivity.
Relationships between the three achievement measures and the rating scales also indicated 
moderate relationships, all of which were negative, suggesting poor scores in the educational 
achievement measures were more likely to be associated with high scores on the 
attention/behavioural problems scales. The largest partial correlations were found with the 
teacher ratings, whieh ranged from r=-.4 to r=-.55 with the exception of the hyperactivity scale 
of the AHQA, which showed small and non-significant relationships with the achievement 
measures. The parents’ data produced generally lower partial correlation values compared to the 
teachers’ data, but the SDQ ratings were reasonably related to the literacy and mathematics 
scores (ranging fi*om r=-.28 to r=-.36) and there was a trend for the AHQA attention scale to be 
somewhat related to mathematics (r=-.24) and literacy (r=-.17 to r=-.19).
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Table 3.3 Partial Correlations (Controlling for Sex and Grade) Between Educational
Achievement and Attention/Behavioural Problems Measures
Rd Sp Ma PAt PHy PShy PStd TAt THy TShy TStd
r 1.000 .671 .671 -.171 -.110 -.350 -.335 -.456 -.021 -.423 -.400
Reading P .000 .000 .095 .282 .000 .001 .000 .839 .000 .000
df 0 177 177 95 95 95 95 95 95 92 92
r .671 1.000 .659 -.189 -.091 -.344 -.276 -.551 -.113 -.414 -.420
Spelling P .000 .000 .064 .377 .001 .006 .000 .272 .000 .000
df 177 0 177 95 95 95 95 95 95 92 92
r .671 .659 1.000 -.240 -.155 -.321 -.360 -.501 -.116 -.510 -.483
Maths P .000 .000 .018 .130 .001 .000 .000 .260 .000 .000
df 177 177 0 95 95 95 95 95 95 92 92
Parent r -.171 -.189 -.240 1.000 .714 .674 .570 .221 .368 .294 .353
AHQA P .095 .064 .018 .000 .000 .000 .127 .009 .047 .016
Attention df 95 95 95 0 95 93 93 47 47 44 44
Parent r -.110 -.091 -.155 .714 1.000 .576 .560 .120 .341 .208 .207
AHQA P .282 .377 .130 .000 .000 .000 .413 .016 .166 .167
Hyper df 95 95 95 95 0 93 93 47 47 44 44
Parent r -.350 -.344 -.321 .674 .576 1.000 .766 .266 .342 .370 .435
SDQ P .000 .001 .001 .000 .000 .000 .064 .016 .011 .002
Hyper df 95 95 95 93 93 0 95 47 47 44 44
Parent r -.335 -.276 -.360 .570 .560 .766 1.000 .265 .230 .346 .458
SDQ P .001 .006 .000 .000 .000 .000 .065 .112 .019 .001
Total df 95 95 95 93 93 95 0 47 47 44 44
Teacher r -.456 -.551 -.501 .221 .120 .266 .265 1.000 .289 .637 .666
AHQA P .000 .000 .000 .127 .413 .064 .065 .004 .000 .000
Attention df 95 95 95 47 47 47 47 0 95 90 90
Teacher r -.021 -.113 -.116 .368 .341 .342 .230 .289 1.000 .408 .444
AHQA P .839 .272 .260 .009 .016 .016 .112 .004 .000 .000
Hyper df 95 95 95 47 47 47 47 95 0 90 90
Teacher r -.423 -.414 -.510 .294 .208 .370 .346 .637 .408 1.000 .876
SDQ P .000 .000 .000 .047 .166 .011 .019 .000 .000 .000
Hyper df 92 92 92 44 44 44 44 90 90 0 92
Teacher r -.400 -.420 -.483 .353 .207 .435 .458 .666 .444 .876 1.000
SDQ P .000 .000 .000 .016 .167 .002 .001 .000 .000 .000
Total df 92 92 92 44 44 44 44 90 90 92 0
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3.4 Discussion
The Study investigated relationships between measures of attention/behavioural problems and 
measures of educational achievement. The results indicated support for the view that there are 
relationships between these factors in Arabic-speaking Kuwaiti children within the Ministry of 
Education mainstream/public schools. Achievement levels in both literacy and mathematics 
were related to both teacher and parent rating of attention and hyperactivity. Generally, these 
findings indicated that poor attention and high levels of hyperactivity were associated with poor 
scores on reading, spelling and mathematics.
The findings support the arguments presented in this Thesis for the need for research that 
assesses the impact of combined attention/behavioural and educational interventions for school 
children in the educational context studied. They argue for the need for further research on such 
intervention procedures, which is the purpose of the subsequent Studies performed as part of this 
Thesis and reported in the following Chapters. Approaches aimed at improving school and 
classroom environments, including reducing the negative effects of disruptive or distracting 
behaviours, can enhance the chances that effective teaching and learning will occur, both for 
students with problems and their classmates (Adams & Christenson, 2000; Kern, Mantegna, 
Vomdran, Bailin & Hilt, 2001; Lee, Sugai & Homer, 1999; Umbreit, Lane & Dejud, 2004). For 
example. Lane, Barton-Arwood, Nelson & Wehby, (2008) investigated students with emotional 
and behavioural disorders (EBD) in a special school for students with serious behaviour 
problems. Primary and secondary school groups were scoring well below grade-expected levels 
on reading, writing and mathematics tests. However, the processes in place within the school to 
adjust to the problem behaviours presented by these students was one of the major factors that 
predicted the patterns of relationships between behaviour and academic performance, 
particularly in reading and written expression seores. Therefore, changes in school processes
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may lead to a reduction in this relationship, which should reduce the incidence of negative 
behaviours that create a barrier to intervention, thereby increasing improvements in educational 
achievement.
In addition to this general finding for a relationship between behavioural problems and academic 
performance, the data suggested differences in scores produced on the parent versus teacher 
questionnaires, particularly when boys and girls across the primary and intermediate stages were 
considered. This difference between parents' and teachers' perception of boys versus girls may 
be due to conservative ratings of boys by some intermediate stage teachers (the range of seores 
for this group supports this possibility) or an influence of culture on the perceived behaviour of 
older girls in a school versus home environment. For example, girls at the intermediate level 
might be expected to act more responsibly/quietly in school. As a result, if a girl were to behave 
actively, albeit only slightly, then the teacher may view that behaviour as a hyperactive problem. 
Additionally, older girls (i.e., those above primary school age) are expected to behave in a more 
reserved manner in the presence of males, and they generally do so, even within the family. 
Therefore, when the environment is all-female (as it is in an intermediate classroom) they may 
tend to express themselves more fi*eely, which may lead the teacher to view their behaviour as 
hyperactive or problematic in contrast to what they would expect in other contexts. Whatever 
the reason, the findings argue for the need to ensure that these factors are considered in the 
design of further work in this area. (For this reason, the mainstream intervention Study reported 
in Chapter 5 focused on children at the primary stage, particularly given that the teacher’s scales 
suggest that, in comparison with the results for the intermediate stage, the primary stage data 
were more consistent with what would be expeeted from the literature: i.e., boys were indicated 
as having higher levels of hyperactivity and poorer attention. Focusing on primary stages also 
has the advantage of allowing a consideration of the impact of an intervention as early as
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possible within the schooling of the child, a factor found to be important in previous intervention
work: for example, see Torgessen, 2005).
Overall, the results of Study 1 support the appropriateness of the development of the AHQA and 
its use within the work reported in this Thesis. Both parents and teachers answered the questions 
comprehensively: there were no cases of missing data. Reasonable eorrelations were 
demonstrated between attention and hyperactivity scales of the parents' forms and although the 
teachers' forms did not show the same positive relationships, this may have been due to the boys' 
teachers showing a more restricted range of scores on the scale, particularly in the intermediate 
stage data. Scores on the AHQA also were related to those on the SDQ. It was therefore found 
to be useful in identifying relationships between educational achievement and 
attention/behavioural problems expected based on the literature (see the General introduction. 
Chapter 2) and also identified by the SDQ.
Additionally, Study 1 findings also assisted the researcher in targeting samples for the following 
Studies; for example, the boys’ data were more consistent with those in the literature. The 
results also, and most importantly, indicated support for the view that there are relationships 
between these factors in Arabic-speaking Kuwaiti children within The Ministry of Education in 
Kuwait mainstream schools. Achievement levels in both literacy and mathematics were related 
to both teacher and parent ratings of attention and hyperactivity. Generally, these findings 
indicated that poor attention and high levels of hyperactivity were assoeiated with poor scores on 
reading, spelling and mathematics. These findings support the arguments presented in this 
Thesis for the need for research to assess the impact of combined attention/behavioural and 
educational interventions for school children in the educational context studied. The following
Studies will explore such interventions in mainstream and LD cohorts.
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Chapter 4
Study 2: Initial Intervention Development Work
4.1 Introduction
The primary goal of the present research was to explore whether using behavioural-based 
interventions would reduce student’s negative/off-task attention/behaviour and, thereby, 
improve educational outcome. In most of the intervention studies reported in this Thesis, 
English-language spelling level was the educational outcome targeted. This was targeted 
given that the main difficulties of the children with LD were dyslexia-based learning 
problems (i.e., literacy learning problems), and that English has been the main language for 
whieh literacy interventions have been developed. Furthermore, English was a foreign 
language for most children in the research undertaken so a large number of unknown words 
could be selected and taught as part of the intervention. In addition, a procedure for targeting 
negative attention/behaviour that could be used for a Kuwaiti schoolchild (particularly those 
with LD) needed to be developed. This intervention development work will be described in 
this section of the Thesis. A small number of LD students were tested as part of the 
development work to ensure that the procedures could be used with these students.
The main interventions developed in this Study were based on cognitive-behavioural therapy 
(CBT) techniques and education-focused Multisensory Learning (MSL) methods. The 
rationale for using a CBT-based intervention was because of the researcher’s counselling 
experience using cognitive behavioural strategies in working with LD students with 
behavioural and/or emotional problems (i.e., mainly hyperactivity, impulsivity, inattention,
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and low self-esteem). Another reason for choosing a CBT-based intervention was that it is an 
economical intervention, unlike medical treatment, which is expensive, invasive and carries 
the extra burden of negative side effects and medical complications. CBT-based 
interventions also are easily available/accessible for teachers, parents and students and 
generally can be practised anywhere. Having once learned the intervention, students can 
practise on their own, independent of outside assistance, especially in the case of self-talk. 
Such independence can promote positive outcomes for the student, fostering a sense of self- 
worth and self-reinforcement (the student does not have to wait for external praise from a 
teacher or parent, for example). The CBT technique used in the present Thesis incorporated 
positive self-statements (PSS) that focus on the general ethos behind CBT.
The educational intervention used in this Study was a simple seven-step MSL method for 
spelling. This was chosen, given that it is an intervention often used by educationalists 
working with students with LD (Gillingham & Stillman, 1956; Birsh, 2005). MSL has an 
advantage in that it allows repetition of learning, but may maintain interest and occupy the 
student for longer than a rote learning method because of the different steps that are followed 
when learning a word. MSL also has the advantage that it can, with relative ease, be 
combined with PSS. The combination of PPS and MSL had the purpose of targeting the 
behavioural/emotional and academic issues that most persons with LD face. There are 
studies on behavioural/emotional interventions with LD persons (Calson et al., 2000; See 
review by Trout, Lienemann, Reid & Epstein, 2007) and some studies on academic 
interventions on LD persons (Berkeley, Mastropieri & Scruggs, 2011; Wong et al., 2003) but, 
at least as far as this researcher is aware, none that combine behavioural and academic 
interventions. Therefore, the purpose of this Study (and the general aim of the work in this
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Thesis) was to investigate whether combining a cognitive-behavioural intervention with an 
academic one would decrease off-task behaviour and increase academic achievement.
4.2 Method
4.2.1 Participants
Four students were selected from a school for children with learning disabilities (LD); two 
from grade four, one from grade six and one from grade eight. The ages of the students 
ranged from eight to fourteen and they comprised three males and one female. Participants 
were chosen specifically because the school counsellor knew them very well. She knew that 
two of them had behavioural diffieulties and that the other two had a mixture of attention 
problems and symptoms of impulsivity. The participants were all Kuwaiti: Arabic was their 
first language and English was learnt as a foreign language from grade 3 or earlier. They had 
been assessed as LD by trained psychologists, based on the criteria for diagnosis used in the 
country (i.e., evidence of problems in literacy or mathematics, but an IQ over 85). These 
students followed the normal Ministry of Education curriculum in Kuwait, but under 
conditions of small class sizes, no more than 6 per class, together with one-to-one tutorials, 
and with teachers trained to support LD students. All students were from middle-class socio­
economic backgrounds.
4.2. Setting
The pilot work reported in this Chapter took place in a centre for students with specific 
learning disabilities in Kuwait. The Centre is a non-profit organization that was established 
in 1984 and provides training, assessment, awareness, and intervention services direetly
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related to learning disabilities. The Morning Educational Programme at the Centre is 
basically a small school, and the participants were selected from the children in this 
Programme. In 1994, after it became apparent that there was a need for an Arabic LD school, 
the Programme was established. The students’ ages in this School range between 7 and 16 
years old (i.e., from grades 3 to 9 in the Kuwaiti system). Currently there are about 130 LD 
students registered at the Centre with boys out-numbering girls at a ratio of 4:1. There are 
also 62 teachers. The school follows the Ministry of Education Curriculum and all the 
teachers are trained in ways of teaching, helping and coping with LD students. Classes 
within the school have six pupils, allowing the teacher to interact freely with each student. 
Much of the teaching conducted in the Morning Programme incorporates multisensory 
presentation/work: most teachers use flashcards, overhead projectors, smart boards 
(interactive boards), tracing and writing on sand trays.
The pilot work was conducted in the above-mentioned Centre in a small classroom that 
contained one student desk, three student chairs, and a white board. The classroom was fitted 
out with two high windows, a filing cabinet; the walls were bare (it used to be the school 
counsellor’s office but during the pilot it was used as a temporary classroom). The lighting in 
the room comprised fairly bright neon lights and there was occasional noise when a student 
not part of the Study walked by the classroom and when the air conditioning was activated.
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4.2,3 Intervention/Taught Strategies
4.2.3.1 Positive Self-Statements (PSS)
In the CBT-based intervention, at the beginning of each session, the students leamt a set of 
positive self-statements to help boost their self- esteem and to help with (self) regulation of 
thoughts, feelings and behaviour. The intervention was not aimed directly at changing the 
behaviour. The aim was to change the students’ way of thinking about themselves and their 
abilities so that positive self-talk would change the way they behaved (whether hyperactive 
and /or impulsive and/or inattentive). The positive self-statements were printed on cards with 
corresponding symbols. Some of the cards had a positive message about the students’ 
concentration and/or attention, and other cards dealt with the students’ own feelings towards 
themselves (i.e., to encourage themselves and to believe in their different abilities).
4,2.3,2 Multisensory Learning (MSL)
For the educational intervention, a multisensory method of learning how to spell based on 
Simultaneous Oral Spelling procedures was used. Students were asked to look at the word, 
pronounce it, trace it twice, hide it, then write it, and check to see if they had spelled it 
correctly. The instructions for the MSL were printed in Arabic on a piece of paper and were 
taped on to the desk where each student was practising spelling. English teachers from each 
of the selected grades were asked to provide a list of words suitable for the selected students’ 
level of spelling. Three teachers provided ten words and one provided eight words.
76
4.2.33 Breathing Technique
The researcher demonstrated the technique of breathing from the diaphragm, whilst ^dng on 
the floor. This training taught students to concentrate on breathing from their diaphragm. 
They were asked to put one hand on their chest and the other on their stomach and to 
concentrate on making the hand on the stomach rise higher than the one on their chests when 
they inhaled and lower when they exhaled. This was practised at the beginning of each 
session and in between interventions. The breathing exercise was used in this Study to signal 
the beginning of the session and to serve as a break between interventions.
4.2.4 Materials
4.2.4.1 Cards
To assist participants in internalizing positive self-statements and increase their self-esteem, 
about five cards were created for the students to read before starting the spelling learning 
task. These five cards were chosen out of the ten developed for this Study. Some of the 
principles of creating these positive-self statements were based on Douglas Bloch’s ideas of 
developing affirmations (Bloch, 1993) in which, for example, each statement had to have a 
corresponding image to allow intemalization/recall, because children are mainly oriented to 
visual imagery. The PSS cards also followed recommendations by Conderman & Hedin 
(2011), who recommended the use of such cards to help LD students organize academic and 
behavioural tasks. Therefore, each sentence was produced to be short, concise and in the 
present tense. Most statements also had to have a purpose: i.e., an educational focus, to raise 
self-esteem, or to calm the self. Hence, specific statements were chosen to target certain on- 
task behaviours or positive ways of thinking of oneself, such as staying in one's seat or being
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able to spell, and most statements were specific to reinforce certain behaviours during the 
MSL intervention.
Examples of positive-self statements included in this Study were: 
“I can solve spelling and other problems when I am calm.’ 
“I am capable of spelling many words.”
“I can stay in my seat for 15 minutes.”
“I am worthy and capable.”
Each statement had a corresponding symbol to match it to serve as a visual reminder of the 
statement. When in doubt of whether a symbol matched a statement or not, abstract symbols 
were used. The size of the laminated cards for this pilot was 12x7  cm. The statements were 
printed in black and the images were coloured and on one side of the card. Some of the 
images were real images, whereas others were ‘cartoon’ like. (Appendix 5 provides 
examples of the cards developed for this work.)
4.2.4.2 Behaviour Checklist
A behaviour checklist was used to monitor the participants’ impulsive and hyperactive 
behaviour (off-task behaviours) during the educational intervention (see Appendix 6). Six 
different off-task behaviours taken originally from the (observable) ADHD symptoms in the 
DSMIV were chosen. The behaviours "looking away" for more than five seconds, "getting
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out of seat", "talking", "fidgeting with hands", and "fidgeting with leg" were selected to be a 
measure for impulsivity and hyperactivity (DSM IV). These symptoms were selected 
because they seemed more concrete and more easily defined in the context of the present 
work than others that might be applied based on clinical criteria (for example, blurting out 
answers was not appropriate for a written spelling task). An "X" was given to concrete 
behaviours that lasted for five seconds or less, and a "—" was given to continuous behaviours 
which lasted more than five seconds.
The off-task behaviours included in the checklist were defined and coded as follows.
Looking away was always coded as continuous, especially since some students could look up 
or away to think of a word to remember it. Squirming in one's seat was checked when a 
student would move around in their seat from side to side or some might stand up for a 
second and then sit again. Getting out of seat was a concrete behaviour and so it was coded 
as soon as the student got out of their seat. Talking was checked almost every time a student 
asked any question or commented on anything unless they asked to go to the bathroom or 
asked what the researcher judged to be a "valid" question (i.e., "How do you pronounce this 
word?") or were talking aloud to spell a word. Fidgeting hands was checked when the 
student played with a pen or tapped fingers or "fidgeted" with the piece of paper. Fidgeting 
legs was checked when students would move their legs up and down in a "nervous" fashion 
or take off their shoes and play with them using their feet. The length of the educational 
intervention for each session was usually between 10 to 15 minutes and every 5 seconds an 
observation was noted which led to 120-180 possible behaviours being noted. Symptoms 
were coded as either discrete or continuous. Discrete when the behaviour was observed for 
five seconds or less and continuous when the behaviour was observed for more than five 
seconds.
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4.2.5 Procedure
4.2.5.1 Session 1: Training
The session was of about thirty minutes duration for each student participant. At the 
beginning of the session, the purpose of the research was introduced in Arabic: an 
approximate English translation would be:
“You will be taking part in a three session research project. The purpose of 
this research is to help (me) find a way for students to pay attention, 
maintain concentration as well as feel calm and confident while learning to 
spell by using a simple word learning method. Please do not feel like you 
have to continue in the Study if you are uncomfortable or simply just want 
to stop. You can do so at any time. You will not be graded on your 
performance in any way.”
After introducing the research, the students were given a pre-test. The pre-test consisted of a 
selection of words (8-10 words) provided by the students’ English teachers. These were read 
to the child at a steady pace to allow ease of writing. The student wrote the word on the 
paper provided with a pencil that was also provided by the researcher. The child was asked 
to write clearly and their behaviour was monitored using the checklist described in 4.2.4.2. 
After the session, these papers were collected and the words written marked for 
correct/incorrect spellings.
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Following the spelling test, the researcher introduced the idea of positive thinking and the 
positive self-statement cards. Each statement with its corresponding symbol was explained to 
the participants (3-5 statements per session). For example, Figure 4.1 can be translated to “I 
can stay in my seat for 15 minutes.”
Figure 4.1 Example of PSS Card Used in the Study
The student(s) were asked to say what they thought the statement meant. There was no 
wrong answer, so as to not discourage the student. Then the students were asked “Have you 
ever sat in class or during homework time or while reading a comic-book for more than 15 
minutes at a time?” All students answered with "yes", after which the researcher would say, 
“It is not always easy to do so, but we try and do what we can and remind ourselves that we 
can”. (These are approximate translations from Arabic.)
In this initial session, participants were also introduced to the two-minute breathing exercise 
(deep breathing through the diaphragm: see 4.2.3.3). This was practised and applied at the 
beginning of each session and between the use of the positive self-statements and the spelling 
learning task in order to separate the interventions. And, finally, the researcher demonstrated
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the multisensory spelling method. The participants were shown a page that indicated the 
tasks to be completed as part of the spelling method (one-word reminders) and were told that 
this would be provided on the desk for the participants for all the sessions.
At the end of this first session, the participants were thanked for their participation and were 
asked to reflect on the positive self-statements when possible to help them in internalizing the 
statements.
4.2.5.2 Session 2: Practice/Learning
The first two minutes of the session commenced with the breathing exercise. In the next ten 
minutes, the positive self-statement cards were read and discussed with the participants. For 
example, when the researcher used the same example as the one explained in session 1 ("I 
can stay in my seat for 15 minutes"), the student would explain what that statement meant 
and then might give an example fi*om her/his life; the researcher would then explain the 
benefits of being able to stay seated for a period of time. This was followed by a two-minute 
breathing exercise, after which the spelling tasks using the multisensory method were 
practised for about ten to fifteen minutes. During the session, students were reminded to 
keep in mind the statements while practising the spelling of words using the MSL method. 
On average each student would practise spelling about three to four words in the session, 
during which their behaviour was monitored using the behaviour checklist. (See Appendix 7 
for one student’s spelling practice).
82
4.2.5.3 Session 3: Post-Test
The first two minutes of the session commenced with the breathing exercise. In the next ten 
minutes, the positive self-statement cards were read and discussed with the participants. 
Using the same positive self-statement again as an example (following from the example 
used in sessions 1 and 2), the researcher asked the student to read the card and to describe the 
image, then asked the student whether she/he were able to stay seated in class or at home for 
a period of time since last time. Whether the students’ answered affirmatively or negatively 
to this question, the researcher still told the student how she/he was seated for 15 minutes in 
the last session while practising spelling (i.e., thereby complimenting them). This was 
followed by a two-minute breathing exercise after which the spellings using the multisensory 
method were practised for about ten to fifteen minutes. And, just as in sessions 1 and 2, the 
students were also reminded to think about the positive statements during the MSL of 
spelling. However, the difference in session 3 was that after the second breathing exercise, 
the participants were tested on the ten words that they practised over the three sessions. 
During this post-test, which is not part of the MSL, each word was read out loud for the 
student to write down and, as in the pre-test, their spellings were collected and marked. As in 
the previous sessions, the student’s behaviour was monitored using the behaviour checklist.
4.3 Results and Discussion
The main purpose of this Study was to check the possibility of testing the interventions in a 
Kuwaiti context and to improve the materials and design for any subsequent studies. It was 
conducted to test the design of interventions, the time allotted for different aspects of the 
research, the understanding of student participants about what was required of them (i.e., 
whether there was a need to simplify the method), and to test the applicability of the
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behavioural checklist (time, type of symptoms observed, etc.). Therefore, the following 
provides a discussion of the observations of the researcher based on the pilot work and the 
potential modifications needed.
4.3.1 Spelling and MSL Modifications
Firstly, the findings in terms of improvements in words spelling across the three sessions 
indicated that in three out of the four participants there was no difference. One explanation 
for these results might be the lack of use by the students of the multisensory spelling method. 
In the method provided, there were seven steps to follow to learn how to spell. The younger 
participants followed the method but the older ones skipped most of the steps and 
concentrated on tracing the word (step 4 in the procedure). It might be that the students tired 
of some of the MSL steps since they previously experienced them during their regular 
English classes. In addition, it could be that they had practised these steps before but not in 
the systematic way used in this Study and so they would need more time to adjust to the MSL 
method provided. Additionally, the step "tracing" was the only apparent or clear MSL step, 
the six others were in written form only and that could explain why some students preferred 
tracing to other steps. Because of this, future work involving the MSL intervention would 
include a checking process in which each participant would be required to indicate the 
completion of each step, thereby ensuring that all participants follow each.
It was also decided that future work with the MSL procedures would include the use of 
colourful sheets on which the words would be printed, together with images representing the 
MSL steps: these were based on those used by Broomfield (2004). In the current Study, these
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pages with the MSL steps were written in Arabic. For future work, it was concluded that 
these should be presented in English to be consistent with the spelling work itself. 
Furthermore, to aid the participants to self-monitor, at the end of each future session, an 
evaluation form would be provided. This would ask the participant whether they have been 
using the multisensory method provided, and could also be used to ask the child if they had 
used any behavioural intervention included in the session.
An additional factor raised by this pilot work was that the time allotted for use to practise 
spelling was fifteen minutes. However, all of the participants finished practising the four 
words provided for them in less than ten minutes. Therefore, future MSL work would require 
more words to increase the time that each student practised MSL, which would also allow 
more time for off-task behaviours to be observed by the researcher. In addition to paper and 
pencil, an eraser also would be provided for all students in future work, given the students’ 
requests in this pilot.
4.3.2 Positive Self-Statements and Timing Modifications
Another major issue, which arose during this development work, was the introduction of 
positive thinking and the positive self-statements. It was apparent that the idea of thinking 
positively about oneself was a new one to all the participants, and possibly the Kuwaiti 
culture in general. Some of the children suggested that the positive self-statements sounded 
"vain", "arrogant" and "conceited". Kuwait is largely a society favouring a communal, non­
individual ideology, where the benefit to the group is paramount in thought and deed, rather 
than what is perceived to be a selfish or self-serving stance; though this is gradually
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changing, following increased exposure to travel and cultures where individualism is the 
norm. Consistent with this, the students found the idea of thinking positively about 
themselves hard to grasp, and still harder to practise. Additionally, in one way or another, 
students with a learning disability have been berated by a frustrated teacher, a stressed parent, 
or other students they socialize with. Obviously, this does not foster a strong sense of self­
esteem. Hence, for LD participants from a traditional Arabic background to understand 
positive thinking, a longer introductory session would be appropriate to allow more time to 
be spent explaining the ideas behind the concepts in the positive self-statement and also to 
explain the intervention being used and why it might work.
A related issue noticed during this preliminary Study was that the students seemed nervous at 
the beginning of the sessions. Therefore, a longer introduction session to allow a more 
detailed explanation of what they would be asked to do in the coming sessions seemed 
warranted. Furthermore, since the students knew the researcher as the "school counsellor", 
all of them wanted to talk about their day, or a bad teacher experience, or tell family stories. 
This is important to address since talking might help students with their nervousness, so a 
further improvement in one-to-one sessions would allow students to talk about what they 
wanted in the last five minutes of each session.
The number of cards used in the Study was also noted as a potential deficit in the pilot work. 
In this Study, only about five positive self-statement cards were used and they did not allow 
students to personalize the statements. Therefore, future work aimed to provide the 
opportunity to produce more statements (10 to 15 in total). This would allow students to 
personalize the cards, as well as giving them more choices and enable the intervention to
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cover as many on-task behaviours the researcher wanted the participants to consider and 
internalize.
4.3. Behaviour Checklist Modifications
Several problems with the behaviour checklist used became apparent in the pilot Study. For 
example, one of the behaviours on the checklist, "looking away", was not observed and a 
longer time allocated to this would be useful for this off-task behaviour to be discerned 
during learning. Another behaviour, "fidgeting", took many forms: for example, a student 
could be fidgeting without particularly using their hands or feet. Hence, in addition to 
"fidgeting", "squirming in seat" was added to future checklists as it is a symptom in the DSM 
IV for ADHD and it is a behaviour that is easily observed, or concrete. Furthermore, the 
behaviour observation period lasted about ten minutes during each session, with the 
observation intervals being for five seconds. To allow more time for noting off-task 
behaviours, any future observation period would be changed to thirty seconds.
4.3.4 Studies 3 and 4 in this Thesis
Given the development work already conducted, two further Studies were designed to test the 
methods with a different population. Clearly, it would be interesting to test these methods 
with a larger number of LD participants, including the modifications outlined above. As in 
the present work, this would allow an assessment of the combined PSS and MSL methods. 
However, in addition, it would be interesting to determine whether the behavioural 
interventions developed could be used with a non-LD population (i.e., in a mainstream 
school). This would assess whether such behavioural interventions can be implemented by
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mainstream Kuwaiti teachers along-side typical mainstream teaching methods, rather than the 
MSL intervention designed as part of the current Study.
Chapter 5
Study 3: Behavioural Intervention Trial on Groups of Mainstream Kuwaiti
Children
5.1 Introduction
Study 1 (see Chapter 3) indicated a relationship between educational achievement levels and 
behavioural/attention problems amongst mainstream Kuwaiti primary school children. The 
developmental work reported in Chapter 4 led to the production and piloting of procedures 
aimed to reduce negative behaviours/attention that might impact on learning; with the pilot 
work focusing on children from an LD school background. This work was combined in 
Study 3. The main aims of this third Study were to investigate the potential usefulness of the 
intervention techniques developed in the previous Chapter (Chapter 4) with children from a 
Kuwaiti Government mainstream school population. It also considered whether 
behavioural/attention problems are presented by Arabic primary school children in this 
context to an extent that they can be reduced by appropriate strategies employed by 
mainstream primary school teachers during typical literacy learning classes, thereby leading 
to improved learning. The work focused on cognitive-behavioural strategies and the 
relaxation/breathing techniques developed in Chapter 4 and assessed their positive effects on 
reducing disruptive behaviour, via teacher reports of such problems pre- and post­
intervention, as well as positive effects on student’s spelling performance, again via measures 
of performance, both before and after the implementation of the intervention by the teachers.
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In Study 2, the PSS method was used with a breathing technique aimed at relaxing the 
student. In Study 3, to the breathing was added a M l body relaxation technique to increase 
the potential for relaxation among students. This breathing/relaxation work was assessed on 
its own (and is referred to as RT in the Thesis) but also combined with PSS; though PSS was 
also tested to see whether it was effective on its own. Several studies have provided evidence 
for the positive effects of relaxation on classroom behaviour (Amerikaner & Summerlin 
1982, Gerdtz 2000) and the present Study aimed to determine if the same effects were evident 
in the present context. Spelling performance was selected, again due to previous evidence in 
the literature for it to be influenced by behavioural/emotional factors (see Chapter 2). The 
pilot Study in Chapter 4 focused on working with individual children, since this allowed for 
ease of changing the procedures. The current Study moved to group work to determine 
whether the interventions would prove beneficial in a typical Kuwaiti school setting, where 
classes comprised at least 10 to 15 children, and where teachers complained of the difficulty 
in managing students with behavioural problems.
5.2 Method
5.2.1 Participants
The primary group of students in the Study were Kuwaiti male students (remember that 
Kuwaiti schools are single sex) in the 5* grade of a mainstream public school; although grade 
4 students fi'om the same school were tested as a guide to the level of change in the measures 
used in the Study over the same time period of the intervention (these grade 4 students, 
therefore, can be considered as providing an estimate of baseline of expected improvement 
produced by normal school experiences). Most of the students came from middle to lower- 
middle class socio-economic backgrounds. These students spoke Arabic as a first language;
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English was leamt as a foreign language from grade 1. There were three grade 5 classes and 
two grade 4 classes. Grade 5 students were assigned to three different intervention or 
treatment conditions and were tested pre- and post-intervention. Grade 4 students were tested 
on pre- and post-intervention measures only.
The particular school selected for this Study was the only one of several contacted by the 
researcher to readily accept to be involved in the research. The Principle expressed interest in 
the work so supported the process of conducting the research by ensuring that staff and 
students were available as much as was possible, given the timing of the research: the Study 
was undertaken towards the end of the school year. This led to time pressures from end-of- 
year examinations and the need to complete the Ministry of Education curriculum; though 
such increased pressure would also be expected to increase the potential for negative 
behaviours, which were the target of the present work.
Grade 5 classes were chosen for intervention since they comprised a transition period 
between primary and middle school; potentially meaning that studying becomes harder, and 
more skills are needed to pass this stage of schooling. This may lead to an increase in stress 
on children that may manifest through negative behaviour. Additionally, grades 4 to 5 have 
often been considered in Kuwait as the age/stage where students show evidence of falling 
behind in their education and are often the point where an assessment for LD might be 
undertaken. Consistent with this target phase of education, both Studies 1 and 2 included 
children around grade 4 to 5 and, therefore, the present Study continued to focus on this 
period. Grade 5 children were targeted for the intervention since, based upon teacher reports, 
these were determined to be the most likely to show evidence of negative behaviour and off-
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task responses; again, possibly due to increases in the level of work required of grade 5 
mainstream children. All three grade 5 class groups in the participating school were assigned 
to one of the intervention methods trialled in the Study. However, the work also looked for 
evidence of baseline changes during the period of intervention and, therefore, two grade 4 
classes (the only two grade 4 classes) were tested to determine the level of change that might 
be expected in the measures under investigation during normal educational experiences. The 
students per class numbered approximately 15 to 18 (see Table 5.1). Although these are 
slightly smaller class sizes for a Kuwaiti school (which are typically from 18 to 25 students), 
it is not unusual for students to miss classes at the end of the school year.
Table 5.1 Numbers of Students in Each Treatment Condition (Class) at the Beginning 
and End of the Study
PSS RT PSS+RT Baseline
Start of Study 18 15 15 39
End of Study 9 14 11 23
5.2.2 Teacher Training
The general aim of developing strategies to reduce off-task behaviours was that typical 
mainstream teachers would be able to implement the procedures. The present Study trained 
teachers of the targeted grade 5 children in the cognitive-behavioural intervention (PSS) and 
the relaxation/breathing techniques (RT) to investigate whether mainstream teachers could 
use the methods developed and then whether these had an effect on their teaching and 
outcomes with the children (in the present case, improved educational outcome on a measure
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of spelling in English). Teachers who volunteered to be part of the investigation were two 
Egyptian nationals and one Kuwaiti national. However, the whole English department, 
including the department head, wanted to leam about the techniques and, therefore, were 
allowed to participate in the training events. All teachers who teach at the primary level in 
Kuwait are female.
The training started with a focus group discussion involving all of the teachers in the English 
department of the school. This was to allow the teachers to discuss, as a group, problems 
related to negative, off-task behaviours in their classrooms and the type of strategies that they 
currently used to deal with these problems. The discussion enabled the researcher to assess 
current methods and make suggestions related to the techniques under investigation. During 
the training sessions the researcher introduced the ideas of both positive self-talk and positive 
thinking. For example, the researcher talked about the idea behind the positive self­
statements and how the aim was that the students would internalize some of those positive 
statements, thereby changing their behaviour and improving learning (in this case, evidenced 
by improved post-intervention spelling test scores). In addition, the teachers were introduced 
to the relaxation and breathing technique and, as part of the training; the researcher role- 
played what the teacher should do during the intervention while the teachers took the role of 
the students to experience the intervention themselves. Next, two of the teachers who had RT 
as their intervention, practised the technique once in front of the researcher to demonstrate 
their understanding. The researcher also talked to the teachers about the tone of voice to be 
used, especially in the RT intervention, and emphasized that the teachers’ mood affects 
students. For example, the teachers were encouraged to smile or nod acknowledgment if 
their eyes met those of a student. Also during the interventions, the teachers were asked to be
"positive" at all times, even when the students misbehaved. For example, if a child was
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tapping his pen on the desk, the teacher was asked to say something like "Could you please 
put your pen away and let's all think of a sentence for the word EMPTY?" rather than "Stop 
disturbing the class and give me an example of the word EMPTY now!" The first example is 
more positive because the teacher made the students aware of exactly what was required of 
them and did not single him out for answering her question. The second statement is 
negative because the teacher did not tell the student what he was supposed to do and singled 
him out for disturbing the class, which might cause him embarrassment, especially if he did 
know the answer.
The researcher spent three hours with the teachers over the two training sessions prior to the 
intervention, and then observed the teacher participants in their classrooms during the first 
classroom intervention session. Following this classroom observation, the researcher gave 
each teacher feedback about the class and the intervention procedures and heard their 
thoughts about how the session proceeded.
Following the Study, a second focus group discussion involving the teachers in the 
department was undertaken. This was to receive feedback from the teachers about the 
intervention and allow a general discussion about problems related to behaviour in 
classrooms.
5.2.3 Procedure
The grade 5 classes were assigned to one of three different intervention or treatment 
conditions. All children in the class, therefore, took part in the intervention selected.
94
Assignment of classes to intervention was pseudo-random, with the most experienced teacher 
being given the combined method, as it was a more complex intervention; the two other 
teachers being assigned (this time purely by chance assignment) one of the single 
intervention conditions. The three intervention methods involved (i) the PSS technique 
developed in Study 2, (ii) the breathing/relaxation strategy (RT) developed following initial 
work in Study 2, and (iii) a combination of these two methods (see details below).
All students in all groups (except the grade 4 controls) had an introduction session where the 
teacher explained a bit about the research, introduced the interventions, and tested the 
students on 30 English words (see description below and Appendix 8 for example). The 
researcher attended the first (and last) session to assist the teacher only when needed (e.g., in 
explaining terms - see below). For the next five sessions, the teachers would include the 
intervention technique (PSS, RT or PSS/RT combined) in the first 5-7 minutes of each class 
and then would proceed to teach the class normally. In the seventh and last session the 
teacher was asked to use the interventions, after which the students were tested on the same 
30 words as the first session.
The 18 students in the Positive Self-Statement (PSS) condition were introduced by their 
teacher to 10 to 15 positive self-statements that were printed on cards with pictures that could 
be associated with that statement. This occurred at the beginning of each class, with 5-7 
minutes in total being used for this procedure. Teachers were trained to help the students 
verbalize the statements as well as discuss what the statements meant and give examples for 
some of the statements when possible. Similar positive self-statements cards were used as in 
the developmental Study described in Chapter 3 except that for this Study the cards were
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larger in size (17 x 26 cm) to ensure that all students were able to see and read the print, 
given the larger class size compared to the previous Study. Also, more cards were used than 
in the pilot work to allow more choice for the larger group of children (copies of these cards 
can be found in Appendix 5).
By the end of the Study, the student number in the PSS condition decreased by half (from 18 
to 9). Many students do not attend school a week or so before final examinations, choosing 
instead to study at home; therefore, a reduction in student numbers is not unusual in a 
Kuwaiti school. However, given the large number of students missing from this class, it is 
also likely that the teacher of the PSS group told her students that she had finished teaching 
the curriculum and, therefore, that those who wanted could miss her classes in the last week 
or so before examinations. (This teacher was noted also to miss classes herself - see 
discussion of this point in the Discussion section of this Chapter.)
For 5 -7  minutes at the beginning of the class, the 15 students in the Relaxation Technique 
(RT) group were trained by their teacher to concentrate on their breathing and to relax their 
body. The procedures used here were different than those used in Study 2. Here, during the 
relaxation and breathing intervention, the students were taught to concentrate on breathing 
from their diaphragm and to consciously relax every part of their body. For those students 
experiencing difficulty in breathing from their diaphragm, the researcher demonstrated the 
technique whilst lying on the floor. They were asked to place one hand on their chest, the 
other on their stomach and to concentrate on making the hand on the stomach rise higher than 
the one on their chests when inhaling and lower when exhaling. For the relaxation part of the 
intervention, the students were asked to focus their attention on certain parts of the body
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(particularly their head, neck, shoulder, arms, hands, stomach, back, legs, and lastly their 
feet). They were asked to observe whether those areas were tense and to try to relax them by 
focusing on each area. As the students were young, few understood what the word "tense" 
meant, so the researcher, during the first session only, asked them to squeeze their hands and 
then let go and relax to demonstrate the distinction between tense and relaxed. (These 
methods were similar to the relaxation methods used by Murdock, 1987).
For 5 -10 minutes at the beginning of each class, the 15 students in the combined group 
(PSS+RT) were trained by their teacher to combine both interventions, with one following 
the other. The teacher would have a transition sentence such as "Now that we feel good 
about ourselves and our abilities, I want us all to relax our minds and bodies and try not to 
think of anything upsetting or sad ... let’s all relax into our chairs ... those who would like to 
lie down on the floor can do so, but quietly.” In addition, fewer positive self-statement cards 
were used, so as to be able to combine the interventions and not take up much of the actual 
English teaching lesson. As in the PSS condition, the combined treatment also showed a 
reduction in the number of students, this time from 15 to 11; though notice that this reduction 
was much smaller than for the PSS condition and is more in line with students deciding not to 
attend classes rather than being encouraged not to attend.
There were seven sessions/classes in total during the intervention. At the beginning of each 
class, the teacher applied the intervention. They then delivered a normal class lesson using 
the normal teaching methods of the school - these were in no way varied for the Study. All 
the classes were foreign language classes in which the English language was taught.
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5.2.4 Measures
All the students’ English teachers were asked to fill out the eighteen item Attention- 
hyperactivity questionnaire in Arabic (AHQA): the same questionnaire was used in Study 1 
(see Appendix 1). This was based on diagnostic criteria for ADHD from the DSM IV 
symptoms. Teachers (three from grade 5 and two from grade 4) were asked to complete the 
questionnaire prior to the intervention sessions and then again after the intervention ended. 
Comparisons of the scores on the two questionnaires allowed the researcher to determine any 
teacher-reported changes in behavioural problems over the intervention period.
In addition, the students were given a pre- and post-intervention spelling task. This 
comprised 30 English words provided by the teachers and based on the Ministry of Education 
curriculum (see Appendix 8 for an example of the grade 5 pre- and post-spelling task). The 
three grade 5 teachers taking the intervention classes were asked to meet and choose a total of 
30 words to be tested. The teachers were instructed that the words should not be too easy or 
too hard, and that they should be part of the curriculum that they were teaching to their 
classes. Therefore, teachers were asked to choose words from the English book used as part 
of English classes in public schools in Kuwait: at the end of each chapter there are a number 
of words (i.e., vocabulary) that all students need to leam for that chapter. The teachers were 
asked to select these 30 words, given their experience of the children in the Study. All three 
5^  ^grades had the same English words for the pre- and post-spelling task. A similar 
procedure was used to select the 30 English words for the 4* grade children, except that the 
words were selected from those chapters of the English curriculum appropriate for grade 4 
children.
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The procedures for the spelling task were identical for the pre- and post-intervention tests.
All students were given a blank page with numbered lines up to 30; numbered lines were 
provided to reduce the chance of a student missing a word and allow repetitions of specific 
words, as necessary. The five class teachers (the three from the intervention grade 5 classes 
and two from grade 4 classes) read out the 30 words to the students, paced to allow sufficient 
time for students to write the word. Children were asked to write clearly and place each word 
on a separate numbered line. Repetitions of words were allowed and only the teacher’s pace 
of pronunciation determined the timing of the task that, in all cases, lasted about 5 minutes. 
After the test, the papers were collected by the teacher and marked for correct spellings by 
the researcher. The number of correctly spelt words formed the score for both the pre- and 
post-intervention tests. Spellings were marked in exactly the same way for both tests, with 
exact spellings being required for an item to be considered as correct. These procedures were 
followed so that scores on the two tests could be compared to determine the effects of the 
intervention on academic achievement.
5.3 Results
For the spelling measure in the Study, the difference between pre and post intervention period 
scores was used as a measure of percentage increase in spelling (a high score indicating more 
improvement in spellings). Table 5.2 presents the results for the groups tested on the spelling 
measure: pre-intervention period score, post-intervention period score and the increase in 
score over the intervention period. Data are presented and analysed only for those boys who 
completed the Study.
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Table 5.2 Means, with Standard Deviations in Brackets, for the Pré-, Post- and 
Increase in Percentage Spellings Correct for the Four Groups
Pre-Score Post-Score
Percentage
Increase
PSS Group 19.23 22.20 :L97
(N=9) (17.53) (25.82) (12.43)
RT Group 28.06 40.69 12.62
(N=14) (24.16) (30.58) (14.87)
PSS + RT 
Group
(N =ll)
33.59
(30.28)
4^98
(33.00)
16.39
(16.69)
Baseline 23.60 31.57 7.96
(N=23) (17.91) (22.65) (11.13)
The percentage spelling increases were analysed using an analysis of variance, with one 
factor comprising four levels (the four groups in the Study). This anova produced a non­
significant effect of group (F = 1.99, df = 3 and 53, p = 0.13); although the non-significant 
effect may be considered unsurprising, given the large variability of the scores within the 
groups. However, inspection of the graph of these changes in spelling scores (see Figure 5.1) 
indicated some evidence of reasonable improvements in comparison with the baseline data,
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when RT was used, but none for the PSS intervention. Interestingly, however, when PSS and 
RT were combined, the largest improvement was shown.
Figure 5.1 Percentage Improvements in Spelling Scores of the Four Groups over the 
Intervention Period
BaselinePSS+RT
Further analyses considered the improvements in questionnaire scores. Again, differences 
between the pre and post intervention period scores were calculated, this time for 
improvements in attentional problems and improvements in hyperactivity. In both cases, the 
pre-score was taken from the post-score in order that higher scores on the derived variable 
would indicate more improvement in the behavioural measures. These results can be found 
in Table 5.3.
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Table 5.3 Means, with Standard Deviations in Brackets, for the Pre-, Post- and
Improvements in Attention and Hyperactivity Scores on the AHQA for 
the Four Groups
Attention Hyperactivity
Pre-
Score
Post-
Score
Improvement
Pre-
Score
Post-
Score
Improvement
PSS Group 4.67 4.11 0.56 4.67 4.44 0.22
(N=9) (1.94) (1.54) (2.01) (3.57) (183) (3.63)
RT Group 3.07 3.00 0.07 3.64 4.07 -0.43
(N=14) (2.95) (2.99) (1.44) (2.92) (189) (2.10)
PSS + RT 3.45 3.00 0.45 4.18 136 &82
(N =ll) (2.02) (2.24) (3.93) (Z96) (125) (1.40)
Baseline 1.78 L83 -0.04 3.17 3.17 0.00
(N=23) (2.17) (150) (2.36) (2.82) (187) (1.68)
The improvements in attention and hyperactivity scores were again analysed using one-way 
analyses of variance (with four levels of the group factor). As in the spelling analyses, both 
these anovas indicated non-significant effects of group (for attention: F = 0.32, df = 3 and 53, 
p = 0.81; for hyperactivity: F = 0.72, df = 3 and 53, p = 0.55: see also Figures 5.2 and 5.3). 
Again, the large variability in change scores may be a problem for identifying improvements.
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However, the graphs suggest that the PSS intervention (either on its own or combined with 
RT) showed some evidence of improvements compared to baseline and the RT only 
condition.
Figure 5.2 Improvement Scores in Attentional Problems for the Four Groups
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0.8 -  
0.6 -  
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0
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103
Figure 5.3 Improvement Scores in Hyperactivity for the Four Groups
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Although neither the spelling scores nor the behavioural improvements showed significant 
effects, there were suggestions of improvements in the expected direction in both data sets. 
Therefore, further analyses investigated whether these effects may be related. Initially, 
Pearson correlation coefficients were calculated between the pre-intervention period scores 
for spelling and those on the questionnaire. Pre-intervention analyses considered all children 
who completed both pre- and post-measures; i.e., they combined both intervention and 
baseline groups (N=57). These indicated expected negative relationships between spelling 
levels and behavioural problems: for spelling and attention r=-0.43 (p<.01), and for spelling 
and hyperactivity r=-0.18 (p=.18), though only the correlation with attention was statistically 
significant. Similar correlations were found when the 34 children in the intervention groups 
who completed both pre- and post-scores were considered: spelling and attention r=-0.46 
(p<.01), spelling and hyperactivity r=-0.10 (p=.58); though, again, only the correlation with 
attention was large enough to reach significance. However, in all cases, negative correlations 
indicated that poor spelling scores were related to high behavioural problems scores.
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Further correlational analyses investigated changes in scores over the intervention period. 
These focused on the intervention group (N=34) and controlled for pre-intervention period 
scores on both the spelling and the behavioural measures, since these may have affected 
relationships. The partial correlation (controlling for pre-attention scores) between 
percentage increase in spelling scores and improvements in attentional problems was near 
zero (rp=-0.04, p=.81). The partial correlation (controlling for pre-hyperactivity scores) 
between percentage increase in spelling scores and improvements in hyperactivity was larger 
than that for attention but was negative (rp=-0.16, p=.37). These partial correlations indicate 
no evidence for improvements in spelling to be related to improvements in attentional or 
hyperactivity problems. In order to investigate whether these correlations would be expected 
simply by changes over the period of the intervention, the scores of the baseline children 
(N=23) were analysed using the same partial correlation procedures. These analyses also 
produced negative partial correlations for both comparisons (rp=-0.15, p=.51 for the 
spelling/attention comparison and rp=-0.34, p=.12 for the spelling/hyperactivity comparison).
5.4 Discussion
Overall, the results were non-significant, except for a general association between high levels 
of attention problems and poor scores on the spelling measure. There was some evidence for 
larger improvements in spelling in the RT intervention, particularly when combined with 
PSS, but this did not reach statistical significance, probably due to the large variability in the 
scores produced by these mainstream children. Improvements in attention and 
hyperactivity/impulsivity scores were also noted in the PSS intervention, again particularly 
when combined with RT, but these too were masked by large variability. Finally, there was
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no evidence for a relationship between improvements in spelling and change in negative, off- 
task behaviours.
The results of this Study were generally consistent with those of Study 1. In both there was 
evidence for attention/behavioural problems to be associated with scores on measures of 
educational achievement. In the present Study, students who performed poorly in the 
spelling task also showed high scores on the AHQA. The general conclusion derived from 
Study 1, that negative behaviours are related to poor educational achievement, was confirmed 
in this independent mainstream Kuwaiti sample. Again, although the direction of the 
relationship cannot be determined by such correlation studies, the evidence argues for the 
need to consider these negative behaviours when designing methods to improve educational 
levels. Regardless of whether negative behaviours lead to poor achievement or are a 
consequence of poor educational experiences, interventions that take these behaviours into 
account have the potential to be more effective than those that do not.
One of the reasons for choosing the PSS intervention (a method based on CBT techniques) 
was its potential for reducing off-task/negative behaviours. The rationale was that the 
positive self-statements should (consistent with many CBT methods) lead to a focus on the 
concepts in the statements. In the present Study, these concepts were aimed at influencing 
the student’s self-esteem and self-worth, thereby affecting performance: in this case, learning 
new English word spellings. However, the findings were not entirely consistent with this 
prediction. Although the PSS group showed improvements in problem behaviour evidenced 
by a reduction in the AHQA score, this group also showed the lowest level of improvement 
in spellings learnt, and this level of spelling improvement was less than expected based on the
106
baseline estimated from the grade 4 children’s test results. Improvements in behaviour in this 
group were not matched by improvements in spelling learning. One explanation for these 
findings could be the behaviour of the teacher undertaking the PSS intervention. This teacher 
was noted to miss classes and in her group there was the largest decrease in student numbers 
at the culmination of the intervention. Although one interpretation might be that the teacher 
felt that she had completed the curriculum, she was new to teaching and was observed to be 
confident (possibly over-confident) in her teaching skills. Therefore, although she may have 
felt that she had covered the curriculum, the level of learning provided for the PSS students 
may have been much less than that provided by other class teachers, given the shorter class 
duration and the teacher’s over-confidence about coverage. This interpretation would argue 
that the PSS did reduce negative behaviours, but the time to leam the words in the test was 
much less than for other classes: hence, the poorer level of improvement shown by this 
group.
Another reason for the poor results with PSS may be related to the large attrition rate leading 
to a self-selecting sample that may not be representative of improvements over the course of 
the Study. Those in the PSS group who remained to the end of the Study may have been 
those who felt they needed further support: note that the PSS group’s score on the pre­
intervention spelling test was over 10 less than the other two groups (see Table 5.2) and that 
the pre-intervention spelling score of the nine students that dropped out of the PSS class was 
24. Therefore, the results of this group may have been biased by the sample attrition - i.e., 
only those who felt that they were not making gains remained in the class, meaning that 
improvements due to the intervention may have increased the chance of a student not 
attending class. Indeed, the non-significant effects in all the treatment conditions may be
explained by the large variability in spelling performance shown by the students, suggesting
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that the intervention may have been successful for some and not others. This may have 
masked the relationship between spelling and behavioural scores and differences across 
conditions. For all groups, the variability was approximately equal to the average 
performance in the spelling tests (both pre-intervention and post-intervention), indicating that 
scores covered the full range of the spelling tests, making it difficult to identify differences 
between conditions against variability within conditions. As such, it may be necessary to 
select children more carefully to reduce variability and ensure that teaching practices avoid 
increasing variability in performance. The research may also have to be controlled to a 
higher level than in the present Study to avoid high levels of self-selecting attrition. The 
following Study aimed to overcome these problems.
Indeed, one of the main problems with conducting the Study in this mainstream Kuwaiti
school context was the observed lack of ability of the teachers effectively to control their
class, probably due to lack of training in classroom management. Two of the three teachers
were randomly assigned to the RT condition and the PSS condition. As discussed above, the
PSS group teacher was relatively new to teaching and, although she appeared confident in her
abilities, when she was observed by the researcher during the first classroom session, she
seemed much less confident in interacting with the students outside of the curriculum. Again,
this is consistent with the drop in PSS student numbers by the end of the Study being
attributed to the teacher allowing students to stay away from school: once she believed that
the curriculum had been covered, she was unable to work with the children further. This also
suggests there being little evidence for the teacher being interested in maintaining any
learning that might have taken place during the previous classroom activities. In contrast, the
RT group teacher was a much quieter teacher who did not seem confident in her teaching, nor
her class management, abilities. From the beginning of her involvement, she said that the
108
relaxation technique would not work with the boys in her class; that the students were too 
"naughty" and "rowdy" to listen to anyone unless they were threatened with a loss of grades. 
Given this, it is perhaps unsurprising that the teacher questionnaire showed only a small 
change in AHQA scores for this group over the period of research. The teacher’s views of 
her students seemed firmly fixed and it may have taken a large change in behaviour for her to 
be able to represent this change in the questionnaire (a perspective that resonates with 
interpretations of teacher completed questionnaires in Study 1). This argues for the need for 
teacher assessments to be supplemented by systematic observation of a student’s behaviour in 
order to assess the impact of the intervention, something that would have been difficult to 
accomplish in a relatively large, disorganized classroom.
Of the three, the most experienced, and potentially most able, teacher was the PSS+RT
teacher. This was consistent with her group being the one that showed improvements
(though non-significant) in both spelling and behaviour over that expected from the baseline
scores. However, previous research has also suggested that combining self-talk with
relaxation may be more effective than either individually. In the study by Collins et al.
(1981), adult psychology students demonstrated improved performance on a text reading task
when using a self-coaching technique combined with self-initiated relaxation. This level of
improvement was significantly greater than a control group and larger than that shown by
groups using self-coaching or self-initiated relaxation alone. So, the PSS+RT group’s larger
improvement in spelling and behaviour may be consistent with a combined effect of the two
types of intervention (positive self-talk and relaxation). However, in contrast to the Collins et
al. (1981) study, the present improvements were not statistically greater than baseline. This
difference may be due to the type of interventions implemented or the use of a much younger
sample in the present work. However, as with the single conditions, there may also be a
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teacher effect in the PSS+RT condition since although the PSS+RT teacher seemed quite 
confident and eager to participate, during the observation session, the researcher found her to 
be stem and easily angered by active students. Her class seemed relatively well behaved, 
probably because children were afraid of their teacher, rather than because of good 
interactions between teacher and student. Hence, the positive/relaxation aspects of the 
intervention may have been negated by the teacher's general behaviour.
The overall impression given by the teachers, both new and experienced, was the lack of 
training in dealing with young students. For example, during the focus group at the outset, 
teachers had a certain view of the students underpinning their doubt that anything could help 
them to "tame" their students. The focus group became a place for the teachers to express 
their frustration and feelings of helplessness towards their students. Observations of 
classrooms by the researcher indicated that these frustrations were also directed at their 
students. Despite the instmctions fi*om the researcher for teachers to be "positive" with the 
children, teachers were observed shouting at their class, punishing students by making them 
stand for long periods of time and, as a last resort, calling in the school principle to instil 
discipline. It appeared that the teachers’ main goal was to complete the curriculum. There 
was little evidence of the teachers considering the needs of their students or ensuring that 
everyone understood the lesson. Basic class management techniques seemed non-existent, 
and teachers appeared unaware of such techniques in the focus group discussions. Although 
the state of Kuwait has many plans for educational development and, especially, teacher 
training (Ministry of Education, Kuwait, 2008), strategies for dealing with students with 
attention/behavioural problems or children displaying off-task behaviours are a clear need 
identified by the current mainstream work.
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This conclusion about poor teacher training/ability may not be confined to the school in 
which the Study was implemented. Indeed, there has been much discussion about the dearth 
of skilled teachers in Ministry of Education schools in Kuwait (Al-Sharaf, 2006). Teachers 
are trained in their specific subject, rather than teaching methods, and very few have been 
trained in dealing with students with behavioural issues. Since the late 1990s, it has been 
recognized that there needs to be more of an emphasis on how to teach, rather than what to 
teach in Kuwaiti mainstream schools (see Al-Deep, 1997, cited in Al-Sharaf, 2006). Many 
teachers appear to favour teaching as a profession for reasons of convenience, such as short 
working hours and long summer holidays, or because of cultural/religious reasons (e.g., a 
husband or father may not want his wife or daughter to mix with other men and so teaching, 
which affords a mainly female or child environment, is ideal). Also it is relatively highly 
paid. Compared to other countries where teachers are poorly paid, a teacher in Kuwait can 
earn a reasonable living and a non-Kuwaiti teacher can send money home or save money for 
their return home. Therefore, many teachers may be in Kuwait for reasons other than to be 
part of a learning environment for themselves and the students.
The lack of training in classroom management and subsequent poor levels of classroom
discipline, in addition to teachers’ focus on completing the curriculum rather than supporting
learning, leads to the conclusion that implementation of interventions of the sort developed as
part of the current work may be more effective when more general teacher training strategies
become effective. Although there was some evidence of positive effects, these may have
been confounded by poor teacher implementation, a problem not unusual in educational
research (see discussions about treatment integrity in Van Otterloo, van der Leij &
Veldkamp, 2006). Given problems of teacher implementation, variability across children and
the inability to observe behavioural changes systematically, the following Study returned to
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the one-to-one methods implemented in the pilot work reported in the Intervention 
Development Chapter and conducted the intervention in a context where the researcher had 
more control over selection of students and the learning environment.
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Chapter 6
Study 4: Intervention Trials with Individual LD Children
6.1 Introduction
The aims of Study 4 were to conduct a systematic observation of student behaviour, as well 
as testing the intervention in a controlled environment. Therefore, children were taken 
through the work individually. There is much to recommend the usefulness of working 
individually with students. During individual sessions, the teacher’s (or researcher's) sole 
attention is focused on the individual. Since some students with learning disabilities suffer 
low self-esteem and need extra care, the intervention session becomes more concentrated and 
caters to each student’s individual needs, especially during off-task behaviour where students 
need the most direction concerning what they need do to finish a task or how to overcome a 
negative thought that might distract them or deter them from trying. For example, the teacher 
or counsellor can, in a one-to-one intervention session, help students in translating negative 
self-statements into positive empowering ones. A teacher might hear a student say, "I can’t 
do this’’ and immediately intervene, whereas in a group setting this is less practicable. Such 
positive intervention is likely to help increase the self-esteem and self-worth of the LD 
students. Similarly, the LD student with attention/behavioural problems needs to leam 
strategies to deal with these problems before becoming a successful learner, and strategies to 
decrease off-task behaviours, for example, might be easier to develop in a one-to-one session 
prior to being used in group settings. Generally, the student might better be able to leam in a 
less distracting situation, where there is less noise or movement of other students.
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The specific advantage of one to one intervention for the type of research undertaken as part 
of this Thesis is that the researcher has more control over the environment (and, of course, 
over the student), so as to monitor improvements; in the present case behaviourally, as well 
as academically. This should help determine the effectiveness of the intervention but will 
also help improve the intervention (for future research/practice) in terms of time needed for 
each intervention, the type of environment that would be most suitable, and to find the most 
suitable intervention for each case.
The Study involved combined education and behavioural interventions, as well as the 
assessment of baseline performance. The LD children in intervention and baseline conditions 
were similar in terms of numbers of students per grade and experienced tests of English 
spelling three weeks apart. The baseline data provided an indication of the expected level of 
improvement in English spellings over the same period as the intervention. Two types of 
interventions were administered: those targeted at reducing off-task behaviours and those 
targeted at improving literacy. All students in the intervention experienced one of each of 
these types of intervention. For half of the students, the behavioural intervention comprised 
strategy learning through positive self-statements (PSS). For the other half the behavioural 
intervention involved relaxation techniques (RT). Similarly, half of the students used a 
multisensory learning (MSL) method to support spelling learning, whereas the other half 
simply practised spellings by copying (CP).
114
6.2 Method
6.2.1 Participants
Children from the special school described in this Thesis (see Chapter 2; General 
Introduction, and Chapter 4; Development Work) comprised the participants. Children were 
selected, initially, based on parental consent for their child to participate in the Study and the 
agreement of the students themselves: as in the previous Studies, children could withdraw 
from the work at any stage. These children were all Kuwaiti, they spoke Arabic as a first 
language and English was learnt as a foreign language from grade 3 or earlier. They had 
been assessed as LD by trained psychologists based on the criteria for diagnosis used in the 
country (i.e., evidence of problems in literacy or mathematics, but an IQ over 85). All were 
following the normal Kuwaiti Ministry of Education curriculum, but under conditions of 
small class sizes (no more than 6 per class, together with one-to-one tutorials), and with 
teachers trained to support LD children. All students were from middle-class socio-economic 
backgrounds. Consistent with the profile of the children at the special school, students’ ages 
ranged from 7 to 15 years, and although both male and female students participated in the 
present work, there were a larger number of boys than girls in the samples. See Table 6.1 for 
details of the children included in the Study.
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Table 6.1 Details of Participants in the Baseline and the Interventions in Terms of
Numbers of Males and Females in Each Grade
Baseline Children Intervention Children
Grade Male Female Total Male Female Total
4 3 1 4 7 1 8
5 7 3 10 3 2 5
6 3 1 4 5 2 7
7 5 2 7 3 2 5
8 5 1 6 7 0 7
9 5 1 6 5 0 5
Total 28 9 37 30 7 37
The LD children were placed into three groups, with one group producing baseline 
improvement data, a second undergoing behavioural intervention coupled with MSL and a 
third undergoing behavioural intervention coupled with CP.
The primary group of interest were those given a recognized literacy intervention tool (MSL) 
combined with one of the behavioural interventions (PSS or RT). For this intervention 
method, 19 children were selected to work with the MSL methods. These children were 
selected based on scores on the parents’ AHQA or evidence of a diagnosis of ADHD. For the 
parent AHQA, children were selected if they had a score of 12 or more on this scale. This
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indicates that the child’s parent reported 6 out of a maximum of 9 on each scale, or that the 
attention or hyperactivity scale was 7 or more. In the data reported in Study 1 (Chapter 3) for 
the parent AHQA, less than 7% of the mainstream population were given a score of 6 or more 
on the attention scale and less than 17% were given a score of 6 or more on the hyperactivity 
scale. The parents’ scale was used in this Study because the children comprised the full 
range of possible students in the school (from grades 4 to 9) and Study 1 suggested that the 
parents’ scale may be a better indicator of behavioural factors than teachers ratings for those 
students above primary level. Four of these 19 children also had been diagnosed as having 
ADHD by a practicing psychiatrist following normal assessment practices within Kuwait 
(i.e., based on DSM criteria and appropriate interview techniques to access information from 
children and parents). All of the students in this cohort underwent an intervention involving 
MSL combined with either PSS or RT. For approximately half of the cohort (N=10), PSS 
was experienced for the first three weeks of the intervention, followed by RT. For the rest 
(N=9), RT was experienced for the first three weeks, followed by PSS.
A second cohort of children from the same special school underwent the same behavioural 
interventions (half of the cohort had PSS for the first three weeks, followed by RT, and half 
RT for the first three weeks, followed by PSS) but simply practised English spellings by 
copying. This cohort comprised 18 children, selected on the basis of scores on the parents’ 
AHQA, indicating that there was evidence of some behavioural problems (the same criteria 
as used for the first cohort) or a diagnosis of ADHD by a trained practitioner (again, as 
above).
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A final group of children comprised the baseline: i.e., they simply experienced their normal 
special school teaching methods. This cohort comprised 37 children fi-om the same LD 
population as the other two groups: i.e., they were studying in the same special school as the 
children in the intervention groups under exactly the same teaching methods following the 
same curriculum. These children were selected purely on the basis of agreement from 
parents and teachers that the child could participate in the Study. Their usual English 
teachers tested them under typical classroom conditions so that a baseline of improvement 
produced by the special school methods could be determined for comparison with any 
improvements obtained under the intervention conditions.
6.2,2 Materials
6.2.2.1 Behaviour Checklist
A behavioural checklist was used during every session to monitor individual students’ off- 
task behaviours. The behavioural checklist used in this Study was based on that developed in 
the pilot work reported in Chapter 4. It was a slightly revised version based on the 
modifications indicated following the pilot work (see Chapter 4, section 4.3.3) for 
explanations of revision). The checklist included six different off-task behaviours taken 
originally from the (observable) ADHD symptoms in the DSM IV. The following items were 
chosen for their "concrete" nature and from the researcher’s observation during the pilot 
where those items were tested: looking away, squirming in seat, getting out of seat, talking, 
fidgeting hands, and fidgeting legs. Looking away was always coded as continuous, 
especially since some students could look up or away to think of a word to remember it. 
Squirming in seat was checked when a student would move around in their seat from side to 
side or some might stand up for a second and then sit again. Getting out of seat was
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considered a concrete behaviour and so it was coded as soon as the student left their seat 
(although this rarely happened). Talking was checked almost every time a student asked any 
question or commented on anything, unless they asked to go to the bathroom or asked what 
the researcher judged to be a "valid" question. Fidgeting hands was checked when the 
student played with a pen or tapped fingers. Fidgeting legs was checked when students 
would move their legs up and down in a "nervous" fashion (see Appendix 9 for revised 
version).
The behavioural checklist was developed to monitor and observe the student’s off-task 
behaviour while using MSL and CP to leam spellings. The length of the MSL or CP part of 
each session was usually between 10-15 minutes. Therefore, the behaviour checklist was 
divided into 30-second intervals with all intervals totalling fifteen minutes. Symptoms were 
coded as either discrete or continuous. Discrete when the behaviour was observed for five 
seconds or less and continuous when the behaviour was observed for more than five seconds.
6.2.2.2 Spelling Task
All students underwent a spelling task comprising 20 English words during the first session 
and the last session, or a period of time equivalent to these for the baseline group (see 
Appendix 10 for examples of pre- and post-spelling tests for grades 7 and 8). The researcher 
selected these words from the Ministry of Education’s English curriculum. At the end of 
each chapter of the curriculum text there are a number of words (i.e., vocabulary) that all 
students need to leam for that chapter. Words were selected from these end-of-chapter lists 
to match each student’s grade level. The researcher read out the words to the students
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allowing enough time for the students to write the word. Students were asked to write 
clearly. Repetitions of words were allowed and only the researcher’s pace of pronunciation 
determined the timing of the task, which lasted only about 5 minutes.
6.2.2.3 Self-M onitoring and Self-Evaluation Slips
After each session, the students were asked whether they had used PSS or RT during the 
MSL and whether they used the MSL to leam spelling. Questions and responses were paper- 
based and placed with the student in order to remind them of what was required of them 
during each session (see Appendix 11).
6.2.3 Intervention/Teaching Strategies
6.2.3.1 Positive Self-Statements (PSS)
The positive self-statements used in this Study were the same as the ones used in the pilot 
(see Chapter 4 for more details) and in the mainstream Study (Chapter 5).
6.2.3.2 Relaxation Technique (RT)
The relaxation technique used in this Study was the same the technique used in the 
mainstream Study (see Chapter 5 for more details).
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6.2,3.3 Multisensory Learning (MSL) o f Spelling
For the educational intervention, a multisensory method of learning how to spell was used 
(based on the work of Broomfield, 2004). Students were given words drawn fi*om the 
Ministry of Education English curriculum. These were presented on 12 MSL sheets, with 
five words per sheet, totalling 60. During the MSL sessions, the students were asked to leam 
as many words as possible by going through the MSL sheet. On each sheet, each word had to 
be seen (look), pronounced (say), spell the word (name), traced twice (trace), then the student 
hid the word and tried to spell it (write), after which they checked whether the spelling was 
correct (check). If the spelling was incorrect, they then repeated the exercise (see Appendix 
12 for examples of MSL of spelling).
6.2.3.4 Copying (CP)
In the CP condition, the students were given several sheets with five words on each sheet. As 
in the MSL, the words totalled 60. The students were asked to copy each word seven times. 
This was to match with the seven steps in the MSL condition, thereby providing a contrast 
between the MSL and simple rote teaming.
6,2,4 Procedures
The procedures used were based on those developed in the previous work in this Thesis (see 
Chapter 4). The two groups (not including the baseline group) experienced each intervention 
for a three-week duration, with each subject taking two intervention sessions per week, 
leading to a total of six sessions per condition. The MSL group was split into two sub­
groups: one sub-group experienced the PSS coupled with MSL and the second sub-group
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experienced RT coupled with MSL for the first three weeks of the intervention period. The 
sub-groups then switched so that those who took PSS switched to RT and vice versa, again 
for three weeks. The second group, which used simple rote copying (CP) to leam English 
words, was also split into two sub-groups and experienced PSS and RT in the same way as 
the MSL group; i.e., with one behavioural intervention in the first three weeks and the second 
behavioural intervention in the second three weeks.
6.2.4,1 Baseline
The 37 students in this group were chosen from grades 4 to 9 of the same special school as 
the intervention children. They were given the same spelling tests as the intervention groups, 
with testing three weeks apart. During the three-week period between the spelling tests, they 
had normal classes taught by their usual teachers. This group provided a baseline for 
expected English spelling improvements produced by the special school over a period of time 
equivalent to the interventions.
6,2,4, PSS+MSL
Students spent the first 5 minutes of each session going through the positive self-statements 
with the researcher, after which the student practised spelling using the MSL procedures for 
about 15 minutes.
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6.2.4.S RT+MSL
Students were taught a breathing and body relaxation technique for the first 5 minutes of the 
session, after which the student practised spelling using MSL for about 15 minutes.
6.2.4J PSS+CP
The students spent the first 5 minutes of the session working on the positive self-statements 
with the researcher, after which the remainder of the session was spent copying words as a 
way to leam the spellings.
6.2.4.5RT+CP
Students were taught a breathing and body relaxation technique for the first 5 minutes of the 
session, after which the student spent the rest of the session copying words as a way to leam 
the spellings.
6.3 Results
Pre-scores of the children were calculated as the percentage of words spelled correctly.
These were contrasted with the percentage of items spelled correctly after three weeks and 
the percentage improvement over these weeks was calculated as the difference between these 
scores (a high score indicated more improvement). These pre-scores and improvement levels 
were used in the following analyses to allow comparisons to be made across different groups 
of children prior to the intervention starting and to determine the possible influence of 
intervention: the three week point being that when one intervention only was experienced by
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each child, allowing an assessment of the impact of each intervention condition. In the MSL 
conditions, all 19 children remained in the Study for its full duration. However, 5 of the 
students in the CP conditions withdrew during the intervention (in both of the two 
behavioural intervention paired conditions), leaving only 13 students at the time of post­
testing (we will return to a discussion of this attrition rate following the presentation of the 
analyses). Therefore, the analyses reported in the results section were confined to these 
completing students.
The baseline group improved on average about 7 English spellings over a three-week period. 
These data were broken down into grade levels to ensure that typical improvement levels 
were not consistently influenced by grade. As can be seen in Table 6.2, this was not the case: 
the degree of improvement did not vary consistently with grade level. Therefore analyses of 
between group differences compared improvements across the whole cohort (if grade had 
influenced improvement in some consistent way, this would have been considered as a factor 
in the following analyses). Comparisons between baseline and intervention (independent 
samples t-tests) indicated that there was a significant difference in percentage improvement 
(t(6 7) =3.74, p<.001). This suggests that improvements were larger for those undergoing an 
intervention compared to the baseline.
124
Table 6.2 Average Increases in English Spellings (With Standard Deviations in 
Brackets) Within Each Grade of the Baseline and Interventions
Pre-Scores Percentage Correct Percentage Improvement
Grade Baseline Intervention Baseline Intervention
16.25 8.00 7.50 3.10
4
(6.29) (7.58) (9.57) (9.72)
22.50 13.33 4.00 25.00
5
(8.90) (18.93) (6.15) (30.41)
25.00 5.00 13.75 16.57
6
(24.83) (5.77) (13.15) (10.26)
17.86 13.00 3.57 22.04
7
(11.85) (5.70) (8.02) (10.46)
15.83 18.57 133 26.46
8
(12.81) (13.76) 0%83) (21.93)
11.67 13.00 12.50 20.00
9
(9 31) (8.37) (13.69) (14.58)
18.50 11.71 T33 18.81
Total
(12.60) (10.52) (9.89) (16.93)
Further analyses considered each of the behavioural interventions against the baseline. Again 
independent samples t-tests were used to compare intervention against baseline. These 
indicated that for the RT intervention there was a significant difference in the percentage 
improvement compared to baseline (t(52)=4.70, p<.001) but not for the PSS intervention 
(t(50)=l-74, p=.088). This suggests that improvements were larger for those experiencing the
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RT intervention compared to the baseline, but that there were lower levels of improvements 
for the PSS intervention that were non-significant compared to baseline. However, when the 
levels of improvements were considered by behavioural and educational intervention (see 
Table 6.3), the level of improvement for PSS was reasonable (about twice that of the 
baseline) when paired with MSL. It is only when PSS is paired with CP that the level of 
improvement seems poor (lower than baseline). Consistent with this, an independent samples 
t-test comparing baseline with those in the PSS+MSL condition was significant (t(45)=2.88, 
p=.006) suggesting that the level of improvement in English spelling was greater than 
baseline for PSS but only when paired with MSL.
Table 6.3 Average Increases in English Spellings (With Standard Deviations in 
Brackets) Within Each Grade of the Interventions
Pre-Scores Percentage Correct Percentage Improvement
PSS RT PSS RT
7.00 17.78 16.42 27.47
MSL
(6.32) (12.28) (9.42) (19.11)
8.00 13.13 3.10 21.87
CP
(7.58) (11.93) (9.72) (19.80)
In order to assess specifically the influence of the four intervention types (see also Figure 
6.1), a 2x2 two-way analysis of variance was performed contrasting two levels of the 
behavioural intervention (PSS v RT) and two levels of the educational intervention (MSL v 
CP). This indicated a main effect of behavioural intervention (F(i,28)=6.79, p=.015) but a 
non-significant effect of the educational intervention (F(i,28)=2.73, p=.l 10) and a non­
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significant interaction (F(i,2 7)<l)- This analysis, and Figure 6.1, argues for the RT 
intervention to be the most successful whether paired with MSL or CP within the conditions 
of the present Study.
Figure 6.1 Improvements in English Spelling Across the Four Intervention Types
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Further analyses considered change in behavioural observation data over the sessions of the 
intervention. These are presented graphically in Figures 6.2 to 6.3, as these data were not 
appropriate for statistical analyses because of the large number of zero scores in the data set.
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However, these Figures provide the basis on which to make tentative conclusions as to 
changes occurring during the intervention upon which future work can build. Figures 6.2a 
and 6.2b show the average number of discrete and continuous off-task behaviours presented 
during the MSL methods and Figures 6.3a and 6.3b show the same data for the CP methods. 
Figures 6.2a and 6.3a show the off-task behaviours data for the PSS intervention and Figures 
6.2b and 6.3b are for the RT intervention. These suggest that overall the level of off-task 
behaviours decreased during the MSL methods, particularly when paired with RT. In the 
pairing with PSS there appears to be a trend for continuous off-task behaviours to be replaced 
by more discrete behaviours, which may be consistent with the strategies used in PSS being 
able to stop off-task behaviours once they have started but being less successful at 
eliminating them altogether over this period of intervention. In contrast, there seemed to be 
little change in off-task behaviours with the CP method, which also may be consistent with 
the high dropout rate for this method: i.e., students became bored easily when simply copying 
and either withdrew from the Study or engaged in additional behaviours in order to reduce 
boredom.
These behavioural findings can be considered together with data on spellings during the
intervention sessions. Overall, if relationships between change in observed behaviours and
percentage improvement in spelling over the three weeks are calculated, this produces
moderate positive correlation between spelling improvement and the change in continuous
off-task behaviours (r=0.27). This correlation argues for a reduction in observed continuous
off-task behaviours to be somewhat associated with larger spelling improvements. Although
the same correlation with discrete off-task behaviours is much smaller (r=0.11), this may be
related to interpretation of the data in Figures 6.2a and 6.2b for continuous off-task
behaviours to be replaced by discrete off-task behaviours, particularly in the MSL+PSS
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condition (i.e., in some eases increased discrete off-task behaviours were associated with 
better concentration on-task). However, patterns of change can also be considered via graphs 
of spelling performance during the intervention sessions. This has the advantage that spelling 
performance would be considered at the point when off-task behaviours might have been 
occurring. Figure 6.4a shows the correct spellings produced during the three intervention 
sessions. Despite a low start in the first session, spellings for the MSL improved well for 
sessions two and three, whereas CP seemed to produce a much more flat, and lower, profile 
in performance over the three sessions. Although not part of the main design of the Study 
(the aim was to compare interventions over the three week period, hence the three week 
baseline), a similar graph can be used to inspect spelling performance during the second three 
sessions. Figure 6.4b presents the spelling performance of students during the intervention 
sessions in this second period of support. Again, they argue for the MSL method to produce 
better spelling performance during the sessions than the CP methods. Note that the two 
intervention groups experienced either MSL or CP over both three-week periods and, 
therefore, conclusions about these two methods would not be biased by the use of the 
alternative intervention method, as would be the case in comparisons of PSS and RT across 
these two periods. Therefore, Figures 6.2 to 6.4 argue for a profile of performance during the 
intervention sessions consistent with reducing off-task behaviours and improving spelling 
performance to be found in the MSL intervention compared to the CP intervention, with the 
MSL+RT combined intervention showing better results in both areas (behaviour and 
achievement) overall.
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Figure 6.2a Off-task Behaviours Observed Across the Three Intervention Sessions
when the MSL Methods were paired with PSS
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Figure 6.2b Off-task Behaviours Observed Across the Three Intervention Sessions 
when the MSL Methods were paired with RT
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Figure 6.3a Off-task Behaviours Observed Across the Three Intervention Sessions
when the CP Method was paired with PSS
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Figure 6.3b Off-task Behaviours Observed Across the Three Intervention Sessions 
when the CP Method was paired with RT
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Figure 6.4a English Spellings Across the Initial Three Intervention Sessions for each
of the Four Intervention Pairings
MSL+PSS
■  Sessionl
■  Session]
■  Sessions
MSL+RT CP+PSS CP+RT
Figure 6.4b English Spellings Across the Second Three Intervention Sessions for each 
of the Four Intervention Pairings
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6.4 Discussion
The findings indicated that there was a significant difference in improvement in spelling 
scores between the baseline condition and the intervention conditions. Specifically, there was 
a significant improvement in the RT condition, whether combined with MSL or CP compared 
to baseline. There were improvements in spelling scores in the PSS+MSL condition 
compared to baseline, although when PSS was coupled with CP, the improvements were less 
than those of the baseline, which might suggest that PSS shows most improvement when 
combined with a multisensory method of learning.
Again, pairing RT+MSL had an effect on decreasing off-task behaviour, whereas when MSL 
was paired with PSS there was a specific decrease in continuous behaviours but not discrete. 
This might suggest that for the PSS method to be effective, a longer time of application is 
necessary to achieve a cessation of off-task behaviours observed in the current Study. In the 
CP conditions, however, there was no evidence of a decrease in off-task behaviour whether 
PSS or RT were used. Also, there was a high dropout rate in the CP condition, which could 
be attributed to students' boredom or lack of interest, unlike in the MSL condition, where the 
students learned to spell using different steps and also seemed interested and eager to learn.
Improvements following a combined intervention argue for the benefit of using both 
behavioural and academic interventions to target students with LD and behavioural 
difficulties. It was hypothesized that targeting behavioural problems will improve 
educational achievement, particularly if combined with an educational intervention. 
However, it was evident that for the educational intervention to be effective, it needed to be
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something that would both interest students and continue to engage them. Simple rote 
learning, either copying or general oral teaching of class material for example, may not be as 
effective as using multisensory methods used in this Study, whieh improved spelling and 
decreased off-task behaviour when combined with a behavioural intervention.
One inconsistency is that if the behavioural intervention supports learning spelling by 
reducing off-task behaviours, then we would expect both CP conditions to show less spelling 
improvements than the two MSL conditions since the graphs argue for the two MSL 
conditions to reduce off-task behaviours in contrast to the two CP conditions. Although the 
spelling data collected during the sessions are consistent with this interpretation, the 
percentage improvement data argue for the CP+RT pairing to show good gains in spelling 
over the three weeks of the intervention: less than the MSL+RT pairing, but more than the 
MSL+PSS pairing. This finding requires further research to determine why this effect is 
apparent in the data. One interpretation is that those students who dropped out of the CP 
intervention may have reduced the level of improvements shown if they had remained in the 
programme, the level of improvement between pre- and post-tests found was inflated. 
Alternatively, the combination of copying with relaxation may have led to overall 
improvements that occur subsequent to teaching sessions rather than during the sessions 
themselves. Similarly, the high dropout rate for CP methods was interpreted as consistent 
with the lack of change in off-task behaviours: i.e., students' boredom when simply copying, 
resulting in either withdrawing or engaging in additional behaviours to diminish their 
boredom. Moreover, these additional behaviours may be used to support concentration and 
further research is warranted to identify off-task behaviours that students might use to 
maintain attention, reduce frustration and isolate them from those that are distracting and
potentially related to hyperactivity or impulsivity.
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Additional findings worthy of future research were the effects noted with MSL. MSL has 
been used for many years in schools across many countries (primarily in the USA and UK), 
although there are very few research studies which show the usefulness or effectiveness of 
using MSL as an educational intervention (Guyer & Sabatino, 1989; Oakland et al., 1998; 
Joshi et al., 2002; Hwee & Houghton, 2011). This current Study shows the effectiveness of 
certain behavioural interventions, especially when combined with MSL: i.e., they increase 
educational achievement and diminish unwanted behaviour. This agues for the usefulness of 
MSL, especially given that when the same behavioural interventions were combined with a 
simple educational method (rote learning/copying), students dropped out of the Study and no 
decrease in unwanted behaviours was observed. Also, the copying with PSS condition led to 
the poorest improvement level in educational achievement.
Following the combined behavioural/educational interventions, the improvements identified 
give cause for optimism. The methods used were for a relatively short time (three weeks 
only) and further gains may have been apparent if a longer period of training and support had 
been available. (To participate in the Study, children missed sport or music lessons and it 
was considered inappropriate to continue for longer periods.) This may be the case 
particularly for PSS, where a longer period of training might be needed to ensure that the 
strategies associated with this technique are fully understood and appropriately used by the 
student.
Furthermore, PSS may require some level of success to reach the levels of positive benefits 
shown by other methods. It also may require a certain level of maturity from the individual 
to be able to implement strategies that require control over thoughts and behaviours (see also
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the General Discussion, Chapter 7). Miles (2004) believed that if a child overcame his 
learning difficulties early in school then this would increase confidence, allowing an 
individual to cope with pressures in later life. However, a child who was unable to overcome 
his/her disability would experience higher stress levels, thereby undermining their 
motivation, further hindering their educational development. Social and emotional learning 
programmes have been found to improve learning in school by increasing attendance and 
decreasing dropout rates (Wilson, Gottfredson & Najaka, 2001). Such views and findings 
argue for a combined educational and psychological response to LD, particularly for older 
children who may have developed negative emotional/behavioural responses following 
failure in educational achievement. Consistent with this, Lewis (1984) found that a 
structured group-counselling programme improved reading achievement, as well as self- 
concept, amongst elementary school children, and similar effects may be apparent for LD 
children, particularly those in middle school (see review by Elbaum & Vaughn, 2001). 
However, the benefits derived from counselling interventions may be inconsistent. For 
example, although counselling can lead to changes in self-esteem (Omizo & Omizo, 1988; 
Ozimo, Ozimo & D ’Andrea, 1992), the specific effects of counselling on self-esteem are yet 
to be fully understood and alternative results can be found in the literature (Stafford & Hill, 
1989).
In a study of the relationship between self-esteem and educational achievement among
Arabic language/culture mainstream children, Everatt et al. (submitted) found that poor
scores on measures of educational achievement, particularly spelling, were associated with
low self-esteem, and this relationship was influenced by scores on a locus of control scale;
i.e., the child’s view on whether they had control over events related to them, whieh may of
course include their achievement in literacy. These researchers hypothesized that
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improvements in achievement would lead to changes in self-esteem if those achievements 
were related to self-ability. One interpretation is that improvements in self-eoneept are more 
likely to occur following a prolonged period of positive achievement combined with 
counselling that leads to a more internal locus of control. If the LD ehild has focused on 
considering educational achievement as external to their own control, in an attempt to protect 
self-esteem, then counselling may need to target locus of control so achievement can be 
perceived as an aspect of the self, thereby increasing self-esteem. This viewpoint argues for 
the need to implement counselling-based strategies along-side educational interventions that 
are likely to show gains in achievement. If gains in achievement are short-lived or perceived 
as external to the individual, then there is likely to be little effect on self-belief or the view of 
child that they have some control over their educational achievement. Under such 
circumstances, psychological-based strategies, such as PSS, probably will not be optimally 
effective.
Most procedures aimed at improving students’ academic achievement address issues of
curriculum, instructional strategies, and focus interventions on the educational area where
difficulties are experienced. However, psychosocial problems may diminish their ability to
attend to and engage in instructional activities. Approaches aimed at improving school and
classroom environments, including reducing the negative effects of disruptive or distracting
behaviours, can enhance the chances that effective teaching and learning will occur, both for
the students exhibiting problem behaviours and for their classmates (Adams & Christenson,
2000; Kern et a l, 2001; Lee et a l, 1999; Umbreit et a l, 2004). Edwards (1994) considered
that the feelings of frustration and isolation caused by an individual’s educational problems
led to negative consequences. In some cases, the individual with the learning disability may
be bullied or isolated by peers, parents and teachers for their deficiencies. Such experiences
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can lead to further difficulties in school: for example, Lindquist & Vicky (1989) argued that 
some children with literacy learning problems might disrupt a class and become the class 
clown because they believe the class work is too difficult for them and so will use attention- 
seeking to protect their self-esteem. Indeed, in its extreme ease, these problems may extend 
to offending behaviour. Although relationships between learning disabilities and criminal 
behaviour have been controversial (Rankin, 2005; Rice, Howes & Connel, 2002), they have 
repeatedly been found in studies in the USA, the UK and Scandinavia (Aim & Andersson, 
1997; Brier, 1994; Rack, 2005). Similar evidence has been reported for a higher than normal 
level of dyslexia-related symptoms among young offenders in an Arabic context (Elbeheri et 
al., 2009). Such evidence argues for these behavioural consequences to be an important area 
in which to develop appropriate intervention methods. The findings of the current Study 
were consistent with this viewpoint and potentially provide the basis on whieh to improve 
such combined behavioural/educational interventions in future.
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Chapter 7 
General Discussion
7.1 Summary of Findings from the Thesis Studies
Study 1 investigated potential relationships between measures of attention/behavioural 
problems and measures of educational achievement. A new questionnaire was developed 
with the Kuwaiti context in mind - the AHQA based on the DSMIV criteria for ADHD - and 
was used in the Study, as well as an Arabic translated SDQ (Goodman, 1996). Measures of 
reading, spelling and mathematics were also used. The results indicated support for the view 
that there are relationships between these factors in Arabie-speaking Kuwaiti children 
attending Government curriculum mainstream schools. Achievement levels in both literacy 
and mathematics were related to both teacher- and parent-rated problems of attention and 
hyperactivity. The findings indicated that poor attention and high levels of hyperactivity 
were associated with low scores on reading, spelling, and mathematics.
Study 2 involved the development of intervention procedures aimed at reducing off-task 
behaviours (appropriate for use in a Kuwaiti educational context). Procedures to implement 
the intervention, as well as methods to assess its effectiveness were developed and piloted. 
The treatment consisted of using positive self-statements (PSS) to target off-task behaviour. 
This was combined with a multisensory learning (MSL) method of teaching English- 
language word spellings to determine if the behavioural intervention could be paired with 
education-based procedures. The MSL procedure was selected in the present Study since it 
was a typical method used with LD children, who were the targeted children in this pilot
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work. Assessments of effectiveness were developed based on improvements in English word 
spelling over the period of intervention and on an observational checklist to determine 
changes in behaviour during the intervention sessions. The findings in terms of 
improvements in word spelling across the treatment period indicated that in three out of the 
four LD participants there was no difference in spelling scores. However, the procedures 
were found to be appropriate for use with these LD children who would be expected to show 
difficulties in literacy areas. Therefore, the intervention procedures were considered 
applicable for use with children with complex needs and worthy of more detailed assessment 
following appropriate modifications/improvements.
Study 3 was conducted to test whether the behavioural intervention could be used in a typical 
Kuwaiti public school and whether it would be beneficial to students without evidence of a 
background of LD or behavioural problems. The results indicated that there was an 
association between levels of attention problems (as assessed by the AHQA) and low scores 
on an English word spelling measure. There was also a relationship between 
hyperactivity/impulsivity and spelling levels, although this was non-significant. These results 
supported the relationships identified in Study 1. There was also some support for 
improvements in spelling in a relaxation training (RT) condition, especially when it was 
combined with PSS; though improvements were statistically non-significant, presumably due 
to the large variability in spelling scores found, whieh may have masked any effects between 
groups. Results also indicated that there were improvements in attention problems scores 
when PSS was used as an intervention but little improvement when RT was used; though, 
again, when PSS and RT were combined attention/behavioural scores showed the largest 
improvements. These positive changes were in contrast with the eontrol group in which there
was little change in attention or behavioural scores across the period of the Study.
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Study 4 was performed in a special school for children with LD and provided a more 
controlled environment in whieh to test the interventions and systematically observe students’ 
off-task behaviours. Results indicated improvements in spelling scores in all of the treatment 
conditions. Specifically, there was an improvement in spelling seores in the PSS condition, 
larger improvements in the RT eondition, but the largest improvements were found when 
these two behavioural interventions were combined with MSL. Also when paired with MSL, 
PSS seemed to have a positive effeet on off-task behaviour, especially to lessen continuous 
behaviour. When paired with MSL, RT showed similar effects to PSS, but when these were 
paired with copying (CP), there seemed to be little positive effect on behaviour; indeed, off- 
task behaviours seemed to increase with CP.
7.2 Implications of the Thesis Results
The following section discusses each of the general findings presented in the Thesis, together 
with their implications for both practice and further research. The work aimed to inform the 
development of tools to support learning in those with educational/behavioural problems. 
Therefore, the implieations focus on practical issues rather than theory. However, the 
findings should also be applieable to theoretical perspectives focused on LD and its 
relationship to additional problem areas (such as behavioural, emotional and attention).
7.2.1 Hyperactivity/impulsivity and Educational A chievement
Generally, the data from these Studies argue for a relationship between 
hyperactivity/impulsivity and educational achievement amongst Arab children. This is 
consistent with many studies in the literature that show that the more hyperactive/impulsive a
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student is the less he/she achieves academically (e.g., Cantwell & Satterfield, 1978; Frick, 
Kamphaus, Lahy & Loeber, 1991; Hinshaw, 1992; see also discussions in Barkley, 2006) and 
adds to the view that those students with inereased levels of hyperactivity/impulsivity are at 
risk of having a poor academic record. Although this is not a new finding in the literature, it 
is important to see this link in different populations, both theoretically and practically.
Making the link apparent to teachers, and poliey makers, is likely to lead to teaching 
experiences becoming more manageable. Teachers must recognize that such students have 
problems, and that it is beeause of these problems that their grades are suffering, as opposed 
to perceiving them as disobedient or naughty. The possibility that these problems may not be 
under the child’s current control may lead to teachers using more appropriate ways to deal 
with these students, instead of punishments or meeting with parents to tell them that they are 
not doing their job at home. Teachers also may see the value of methods (interventions) 
aimed at reducing these symptoms in order for the students to learn like their classroom 
peers. Reducing such symptoms should also enhance the concentration of other students, 
who might be otherwise distracted by the behaviour of their hyperactive classmate. Reducing 
problem behaviour will inevitably result in an improvement in teaching fi-om a calmer 
teacher, who will not find herself grappling with an unruly classroom. The intervention 
strategies presented in this Thesis, where a combination of educational and behavioural 
intervention seems to have a positive effect on students with LD and behaviour problems, 
may be a useful tool for these teachers.
7.2.2 Attention Problems and Educational Achievement
The findings also argue for a relationship between attention and educational achievement. 
This was apparent across the Studies presented in this Thesis and has been identified
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previously in the literature (e.g., Dykman & Aekerman, 1991; Pennington, Grossier & Welsh, 
1993; Whyte, 1994; see also diseussions in Barkley, 2006). Attention problems related to 
inereased off-task behaviours (i.e., distraction) may be subsumed under the present 
intervention work. However, attention problems may manifest in different ways other than 
off-task behaviour, which may need special consideration since they are not easily apparent 
to teachers; and may even be missed by parents. It is often the hyperaetive or aggressive 
ehild who is noticed by the teaeher and who receives support, rather than someone with low 
attention levels, for example. The child considered "forgetful" or "dreamy" can suffer 
problems with learning, but may not be considered for further support. Therefore, although 
the foeus of the present work was on off-task behaviours that would include elements of 
distraetive behaviour, future research should concentrate on a more thorough assessment of 
attention problems and perhaps develop interventions targeted purely at attention, rather than 
combining such problems with behavioural diffieulties. For example, measures of attention 
functioning may be used to determine improvements in focusing attention and concentration 
over a period of intervention. Clearly, inter-relationships between attention and behavioural 
problems mean that an intervention can have part of the programme dealing with the 
behavioural side and another part that targets attention; though interventions would have to 
be flexible enough to deal with more pure cases of one type of problem versus another, as 
well as combinations. One of the basic principles of the intervention work conducted in this 
Thesis was that methods need to combine strategies to target different problems (see next 
sub-section) and the argument here is for future studies to be similarly multimodal, where the 
intervention is a eombination of techniques or strategies or even programmes.
In praetice, targeting faetors such as poor attention and using a eombined
educational/psyehological intervention will require some changes in the educational system
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so that teachers can be better supported by the school counsellor, or even trained in ways of 
intervening on behaviour/attention, since there will, most likely, be some psychological 
aspects to the interventions that a normal mainstream school teacher will not previously have 
encountered. Another suggestion would be that the counsellor be more involved with 
students in and out of class, though this would necessitate the appointment of a larger number 
of counsellors in schools under the jurisdiction of the Kuwaiti Government. Even if more 
counsellors were available, class teachers would still need to learn some of these psychology- 
based intervention techniques beeause students spend far more time with their teacher than 
they would with the counsellor on any given day. Additionally, there would need to be a 
willingness to reduce the time focused on teaching the Government curriculum (which, 
currently, occupies most of the school day). For example, for a class of fifty minutes, the 
teacher can introduce the intervention for the first ten minutes: the remainder can be devoted 
to the Ministry of Education curriculum.
7.2.3 Interventions Targeting Education and Behaviour
The findings reported in this Thesis argue that amongst LD students, a combination of 
behavioural and educational interventions can work to reduce off-task behaviours, as well as 
lead to improved learning. This may not be surprising. The nature of LD is such that any 
intervention may need to take into account the fact that often LD is not simply an educational 
deficit. Although it is true that an individual with LD experiences educational difficulties, 
there is evidence that this can be accompanied by psychological, social, behavioural and 
organizational problems, particularly in older LD individuals (e.g., Bonifacci, Candria & 
Contento, 2008; Butrowsky & Willows, 1980; Elbeheri et al., 2009; Humphrey & Mullins, 
2002; Huntington & Bender, 1993; MeLoughlin, Fitzgibbon & Young, 1994; Roeser, van der
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Wolf & Strobel, 2001). Thus, optimal procedures may have to target these different aspects 
of LD via a combination of interventions (see Elbaum & Vaughn, 2001; Pelham & Fabiano, 
2008; Wilson et al., 2001). Also, it may be best to use interventions that target several 
problem areas because the educational problems may be as much as result of negative 
behaviours as a cause of them. In this way, the teacher may be able to reach a wider range of 
students. Therefore, one of the main conclusions from this Thesis is that it is crucial to target 
the behavioural issues some LD students have. Helping these students cope with and manage 
their behavioural problems is likely to facilitate an enhanced academic outcome. As 
discussed in this Thesis, many studies show a link between behavioural problems (including 
poor attention and anti-social or off-task, behaviours) and educational under-achievement. 
Intervening to decrease students’ behavioural problems should lead to them remaining 
focused for longer, and will help them understand what is appropriate in a classroom (social) 
situation. For example, they would learn to wait to talk, which teaches them to listen more 
carefully, or raise their arm when they need something instead of leaving their seat. 
Intervening on behaviour might also help them make fewer (on-task) errors, increase their 
productivity and decrease a teacher's potential negative reaction to their students’ behaviour. 
This might also improve the students' self-esteem, since learning self-control will probably 
enable them to perform better academically, thereby making them feel they can succeed and 
are able to achieve. Future research on intervention procedures, therefore, should combine 
academic and psychological programmes, but may show benefits by concentrating on the 
students’ strengths before attempting to remediate problems (i.e., build on success rather than 
targeting failure: see Success/Self-Esteem Section below).
The primary work in this Thesis was conducted in a special education context. The combined 
educational-behavioural intervention procedures were designed and implemented within this 
context, since a special school for LD children would be expected to include children who
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would most likely show problems in both areas. However, the procedures were designed so 
that they could be administered fairly easily by a classroom teacher and may be applied in 
mainstream schools also. The rationale underlying this work was that tools developed within 
the special education context could then be developed fiirther in a more inclusive setting. 
Indeed, the special school where the current work was undertaken maintains a deliberate 
policy of disseminating to outlying mainstream schools to benefit a wider cohort of Kuwaiti 
children than those specifically identified as having a learning disability. Clearly, it is 
important to develop and implement techniques and strategies for special education for the 
benefit of those learning in a special education context. However, the increasing educational 
trend towards inclusion of those with special needs in mainstream schools means it is 
essential to develop tools that can be used in these mainstream settings. In Kuwait, this trend 
is relatively new and ,therefore, there is a pressing need for additional specialized training for 
teachers in basic techniques to benefit not just the sizeable LD student body but also the 
whole school population. In general, and in Kuwait specifically, there are insufficient special 
needs schools to accommodate those in need of this type of education. Additionally, there 
are few techniques to deal with the behavioural issues that many of those who are learning 
disabled manifest.
Another reason for developing and implementing the type of intervention methods used in
this Thesis, those that target educational achievement, as well as behavioural problems, is the
current move towards early intervention or prevention (see diseussions in Blachman, 1997;
Torgesen, 2005; Vellutino, Scanlon, Sipay, Pratt, Chen & Denekla, 1996). Using such
techniques as a preventative programme where support occurs before the problem manifests
should lessen or diminish the problem; e.g., apply behaviour management techniques before
the negative behaviours occur. There is evidence that appropriate training in phonological
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awareness prior to or at the beginning of formal literacy teaching can reduce the incidence of 
dyslexia-related literacy learning problems (Bowyer-Crane, Snowling, Duff, Fieldsend, 
Carroll, Miles, Gotz & Hulme, 2008; Elbro & Petersen, 2004; Hatcher, Hulme, Miles,
Carroll, Hatcher, Gibbs, Smith, Bowyer-Crane & Snowling, 2006; Lundberg, Frost & 
Petersen, 1988; Vadasy, Sanders & Abbott, 2008). Similar strategies are clearly appropriate 
in any school context, including in Kuwait. Teaching simple study skills from an early age to 
help students manage their time and homework load has obvious benefits. Also, teaching 
certain academic skills, lacking in Kuwaiti public schools, such as reading fluency, writing 
basics, and critical thinking can also assist mild to moderate LD students as well as, of 
course, all other students beeause basic skills will help all students deal better with future 
academic problems. Clearly, further work in this area would be useful, together with ideas 
for combining behavioural techniques.
7.2.4 Relaxation Effects
In both the mainstream and LD cohort Studies in the present Thesis, the relaxation technique 
(RT) had a positive effect on spelling scores and behaviour, particularly when combined with 
other interventions (education and/or behavioural): see also Collins et al. (1981). Relaxation 
achieves a reduction in stress levels (Paul et al., 2007; Beauehemin, Hutchins & Patterson, 
2008). Therefore, one reason why RT might have worked was that the students were calm 
and were able to concentrate on learning. Also, they may have been relaxed during the post­
test: reducing test anxiety can be seen as positive for both LD and non-LD children (see 
Russel & Sipich, 1974). Relaxation techniques also work to lower anxiety levels and help 
reduce body tension (Paul et al., 2007; Malinski & Todaro-Franeesehi, 2011). Some studies 
show that breathing and relaxation techniques can aid concentration, improving both memory
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and on-task behaviour, plus decreasing negative behaviour (Gertz, 2000: autistic case study; 
Amerikaner & Summerlin, 1982).
Another positive feature of such techniques is that they are easy to practise. It takes very 
little time to train students to breathe deeply and relax their muscles (as opposed to the 
positive self-statements, where there is a requirement for internalization of self-suggestions, 
whieh takes time). It may, therefore, be easier for such RT interventions to be part of normal 
classroom practice, where the teaeher once taught RT techniques, is then able to pass on the 
knowledge to students. Moreover, it can be taught to many at once without compromising 
the technique. RT also does not necessitate any materials, not even a chair, as it can be 
practised upon the floor. RT, together with an educational intervention, is beneficial and it 
may also be usefully combined with methods aimed at reducing social and emotional issues: 
when a student is relaxed, psychologieal-based interventions may be more effective.
However, using such methods as part of normal classroom practice will necessitate flexibility 
on the part of the education system (the Ministry of Education, in the case of Kuwait). For 
example, a percentage of class time will need to be dedicated to strategies to improve the 
educational, social and emotional aspects of the students. In the Studies included in this 
Thesis, there was an improvement in students’ behaviours and spelling scores when RT was 
used, even though its application was of short duration. Using such techniques (possibly 
combined with others) for a longer period of time as part of normal classroom lessons may 
yield even more positive results.
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7.2.5 Multisensory Learning Techniques
Although assessing the effectiveness of multisensory learning (MSL) techniques was not the 
primary aim of the work conducted as part of this Thesis, it was evident that the use of MSL 
led to improvements that are worthy of special consideration. There were improvements in 
both spelling scores and behaviour seores when MSL was eombined with CBT and RT. 
These were in contrast to the effects of more typical Kuwaiti teaching methods used in 
mainstream schools (which do not include MSL-type strategies), as well as improvements 
found when copying (CP) was combined with the behavioural techniques for the LD children 
in the special school context. The evidence for a reduction in off-task behaviours with MSL 
compared to CP in the LD cohort is particularly interesting. One explanation might be that 
the method itself is engaging, non-repetitive, combines different steps and the student must 
check their own performance and then self-correct, which might give them a sense of 
independence. It might also be that the spelling MSL was a novel way for them to practise 
spelling in a non-traditional manner. The students in the special school are used to teachers 
using different tools to aid their teaching but are not used to completely independent work.
MSL methods have been a mainstay of LD work for more than half a century. The idea of 
using different senses to overcome learning disabilities has been around since the work of 
Orton in the 1920s/30s (e.g., Orton, 1937 in Vaughn & Linan-Thompson, 2003). Such ideas 
have led to quite influential teaching programmes, based upon the approach of Orton- 
Gillingham (for example, Combley, 2001; Gillingham & Stillman, 1956; Hickey, Hornsby & 
Sheer, 1980). These have widely been used in organizations established for the purpose of 
educating children with dyslexia and other learning difficulties (see Uhry & Clark, 2005). 
The MSL method used in the LD work in this Thesis was based on Simultaneous Oral
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spelling. SOS is a technique for teaching spelling that has been used since the 1930s (see 
Montgomery, 1997, for a review of such techniques for teaching spellings). Bryant & 
Bradley (1985) and Thomson (1988) advocated for the potential benefits of multisensory 
methods, particularly SOS, with children (see also discussions in Hornsby & Miles, 1980, 
and Hulme, 1981). Also, Guyer & Sabatino (1989) have argued for the effectiveness of 
multisensory methods with adult students with learning disabilities.
The basic idea behind MSL methods is to involve most senses in the child’s experience with 
literacy. These are seeing, hearing, feeling touch and sensing movements of muscles. 
Auditory, visual and kinaesthetic senses are used based on the view that information 
presented to more than one sense will be retained better than information presented to a 
single sense. Hence, the child will see a written word, hear the teacher say the word and may 
even feel the word if it is written in felt or raised letters (the basic procedures used in the 
current Thesis work). Therefore, a number of senses are involved with the aim that this 
multisensory approach will facilitate learning, even if one area is weak (see Connor, 1994). 
Alternatively, a child’s preference for learning, or learning style, will be targeted (see Given 
& Reid, 1999). However, despite the long history behind such methods, and their clear 
influence on teaching approaches used within the learning disabilities field there is, 
surprisingly, a dearth of formal research evidence for their efficacy: contrast the work of 
Hulme, Monk & Ives (1987) and Joshi, Dahlgren & Boulware-Gooden (2002) with that of 
Brooks & Weeks (1999) and Pollock & Walker, 1994). Indeed, the concepts upon which 
MSL methods have been based have been questioned; i.e., whether targeting one sense over 
another will be beneficial for the LD child or whether learning styles even exist. If this 
underlying premise is incorrect, then why are such methods seen as useful within practice?
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The MSL, in the LD work presented in this Thesis, seemed to retain students' interest, 
reduced some unwanted behaviours and increased on-task behaviour. It was also a relatively 
easy method to use. The instructions were easy to follow and the students felt capable of 
success in implementing the strategies. Having once spelled the first and second words 
correctly, students might have been motivated to continue, simply because they were 
experiencing success. In addition, MSL seemed to interest the students because, as the name 
implies, they needed to use most of their senses to complete learning each word and therefore 
they did not become bored or lose interest, as might be the case if  they were copying or using 
one sense at a time to learn. Moreover, with MSL, there is less instruction from the teacher 
and more independent learning from the student, where the student practised each word and 
checked whether that word was spelled correctly; the student therefore became almost self - 
taught. Another reason why MSL might have worked could be that the students were 
familiar and comfortable with most of the steps, except for the last step where they checked 
for themselves; the students were familiar with the MSL step because their English teachers 
used them to teach them spelling, but not all steps at once. For example, the teacher might 
ask the students to trace one day, and copy the next day and/or spell the words aloud. 
Therefore, all the above reasons worked to reduce some students’ off-task behaviour and then 
paved the way for them to concentrate on the educational intervention. In a way, the MSL 
could be conceived as both a behavioural and educational intervention: it acts as a 
behavioural intervention in that it attracts students and helps keep them on-task longer; and 
educational, in that they learn how to spell. Future research on MSL techniques may be 
appropriate to consider this potential positive feature of the method.
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7.2.6 Success/Self-Esteem
Experiencing success in learning may be vital for the LD individual to re-engage with 
learning. Most importantly, students need to be shown that they can be successful at 
something (such as spelling, reading, writing, or concentration) first before asking them to 
practise and internalize the strategies shown to them. Students with LD have been found to 
have lower self-esteem than their non-LD peers (Gjessing & Karlsen, 1989; Humphrey & 
Mullins, 2002; Huntington & Bender, 1993; Rosenthal, 1973) and this may lead to their self­
talk being generally negative. This is most likely because of past failures in school and the 
way they are commonly treated by teachers or parents, who think that they could do better if 
only they tried harder. Therefore, these students need to be shown that they are able to 
succeed at a task, after which it might be easier to teach them positive self-talk or relaxation 
to help them concentrate, thereby improving academic achievement and motivation.
Academic strategies aimed at helping these students feel more able, together with those who 
develop their social/behavioural and emotional skills will enable them to better cope with the 
stress and pressures that the LD student experiences every day, both in the normal classroom 
and outside. Not all, but many, people with LD lack social/behavioural and/or emotional 
skills. Some have difficulty self-regulating their behaviour, which can affect their social 
interactions. Some may lack the ability to act in a given social situation. Socially and 
behaviourally, they might have trouble respecting others’ personal boundaries (verbally and 
physically). Waiting their turn or following rules and instructions can also be problematic for 
some LD individuals. In addition, some have trouble remaining seated in a classroom. 
Emotionally, they are usually less motivated than their peers, have very low self­
confidence/self-efficacy, and generally find it difficult to manage their emotions (e.g., lower 
frustration levels), which can also affect their interactions with those around them.
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The above argues for a combined educational and psychological response to LD, particularly 
when it is combined with consequent problems related to the experience of failure. These 
combined methods may be even more important when working with older LD children, who 
have experienced educational failure over a longer period and a more greatly diminished 
sense of worth. The focus of the intervention work presented in this Thesis was not on 
measuring changes in self-worth itself; and there is evidence that the effects of such 
interventions on educational achievement may be easier to measure than they are on self- 
concept (see discussions in: Omizo & Omizo, 1988; Ozimo, Ozimo & D’Andrea, 1992; 
Stafford & Hill, 1989; Whiston & Sexton, 1996). However, given improvements in 
achievement, changes in perceptions about the self would be expected to follow if those 
achievements were related to ability. Therefore, one interpretation is that improvements in 
self-concept are more likely to occur following a prolonged period of positive achievement 
combined with counselling that leads to internalizing the skill. If the LD child has focused on 
considering educational achievement as external to their own control, possibly in order to 
protect self-esteem, then the psychological-based intervention may have to target the child’s 
views so that achievement is perceived as an aspect of the self, thereby increasing self­
esteem. Such psychological-based interventions may include PSS, as used in the present 
Thesis, or may require work with the school counsellor. This viewpoint also argues for the 
need to implement psychological-based strategies targeted at internalizing locus of control 
and improving self-esteem once gains in achievement have started and are likely to continue. 
If gains in achievement are short-lived or perceived as external to the individual, then there is 
likely to be little effect on self-concept. Strategies that build on strengths (e.g., the LD child 
may show abilities in certain areas while showing weaknesses in others) have been found to 
have positive effects on educational achievement in older LD children when attempts to 
remediate areas of weakness have been less effective (see Weeks, Brooks & Everatt, 2002).
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If a focus upon the child's strengths increases achievement for some period of time, then 
targeting locus of control together with PSS and counselling strategies aimed at improving 
self-esteem should lead to the achievement gains being internalized. This will lead to an 
increased likelihood of self-esteem improvements, and a reduction in learned helplessness 
that should increase motivation to learn, even if literacy-based interventions shift to a focus 
on remediation of areas of weakness. Clearly, further research is necessary, but this strategic 
combined approach may prove useful particularly for older LD children who have 
experienced a prolonged period of failure during their education and it may provide one way 
of counteracting the reduction in success found for current LD intervention programmes as 
the child grows older (see discussions of age-intervention effects in Torgesen, 2005). Such 
further research investigating these strategic combined intervention approaches for LD 
children would be valuable.
7.3 Reasons for Non-Effects
Although the data reported in this Thesis argue that behavioural interventions during 
classroom practise can be supportive in a mainstream population, it was evident that the 
positive self-statements did not really help by themselves, in contrast to the LD data. Several 
possible reasons for this are discussed below, together with their implications for further 
research. These reasons are divided into three general ideas: classroom management, 
individual differences and methods training/implementation with specific cultural context. 
Each will be discussed in turn, though it is recognized that there may well be interactions 
between the factors covered.
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7.3,1 Classroom Management Skills
A conclusion derived from observations as part of the intervention work in the mainstream 
school included in this Thesis was that for any intervention method to be effective in a 
Kuwaiti mainstream school, management skills, both those directed at the classroom but also 
those that can support the teacher to manage their own performance, need to be taught to the 
teachers. This would assist them to better deal with and exercise authority in the classroom, 
both while undertaking an intervention and then teaching the lesson. In the absence of this 
training, the intervention may have been ineffective because teachers were unable to 
implement the intervention effectively. This problem is not new to such intervention work 
(see discussions about treatment integrity in Van Otterloo, van Der Leij & Veldkamp, 2006); 
however, they may be even more pertinent to teacher-based interventions in Kuwait where 
teacher training levels may not be as high as those in some other countries (such as the USA 
or UK, where the majority of specialist intervention work has been conducted). Most of the 
mainstream teachers involved in the intervention research reported in this Thesis had a basic 
four-year degree in their subject, but no training in teaching methods. In other words, they 
knew their subject area, but not how to teach it.
Mainstream teachers' inexperience in classroom management presents another possible 
reason for the lack of behavioural effects in the mainstream cohort. Although hyperactivity, 
or disruptive behaviour, was observed by the researcher in two out of three classes, this may 
have been more to do with student-teacher interactions rather than problems (such as LD or 
behavioural difficulties) specific to individual students. One potential reason for negative 
interactions is that the teacher is usually not Kuwaiti but hails from a different Arab country, 
with an Arabic accent not necessarily easily understood by students. Spoken Arabic
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comprises several dialects concentrated in different countries/regions across the Arab world 
and these language differences can pose communication difficulties. School children may 
understand the gist of what a non-Kuwaiti teacher is saying, but much may be lost in close 
detail. Additionally, some non-Kuwait teachers who are, nevertheless, Arabs are not very 
well respected in some sectors of Kuwaiti society. This is most likely the result of 
individuals not fully understanding the other’s culture or way of thinking, but also because 
some people fi*om these nations perform more menial jobs and so are looked down upon by 
some Kuwaiti adults and children. This can encourage disrespect of the teacher fi-om 
children in the classroom, which might incorrectly, but understandably, be construed as 
disobedience. There is also a belief in some teachers who are not familiar with Kuwaiti 
culture that students are spoiled and that they are workingybr the children, rather than 
teaching them. Some of the unwanted behaviours observed in Kuwaiti classrooms could 
simply be that cultural differences lead to inappropriate interactions. Moreover, non-Kuwaiti 
teachers may be in the Country for financial necessity, rather than choice. Their attitude to a 
novel culture will naturally need a time of adjustment and resentment may manifest itself in 
some instances. All these possible reasons for student’s misbehaviour are problems that 
warrant consideration when re-evaluating the Kuwaiti teaching structure or system.
For any or most interventions to work at the practical teaching level, there need to be
incentives for teachers to be motivated educators. One suggestion would be to allow teachers
time for self-development with the school counsellor or for the counsellor to present
motivational workshops, which might target self-help, parenting advice (for the teachers’ own
children), and also healthy teacher-student interaction. Moreover, teachers need continuing
professional development, which could include training in their subject on the latest teaching
techniques. Most importantly (and perhaps not as professional development but compulsory
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training), all teachers need training in classroom management techniques before educational 
and/or behavioural interventions are to be implemented. All of the above-mentioned points 
will reduce teacher frustration and help them deal better with student-related issues, as well 
as work and personal matters.
Teacher training in classroom management techniques will have only positive results. Such 
skills may be essential prior to the teacher being given the responsibility for using 
intervention techniques with LD students, particularly those with additional behavioural, 
social, emotional or attention problems. Without such basic skills in classroom management, 
interventions targeted at educational and psychological factors are likely to be ineffective and 
may simply be an extra burden on already stressed teachers. Such techniques that support 
work with children with behavioural problems include clear, easy-to-follow classroom rules, 
so that students know that there are consequences (negative and positive) to their behaviour. 
The teacher should have control of the classroom environment to reduce distractions, and 
organize the seating for example, to allow space to walk between students while teaching.
The teacher needs to have a goal or plan for each class period but might also have mini-goals 
for students to accomplish at the end of each class. Furthermore, special attention during 
transition between activities is necessary, which is key to classroom management, because 
many students move around or become bored or confused if they are unsure of the task and 
so might misbehave. Therefore, students need clear instructions on what to do when a task is 
completed. Most importantly, teachers need to communicate clearly with their students and 
always be consistent in enforcing rules. Many of these techniques are not taught to most 
teachers in Kuwait and were sadly lacking in the practice of the mainstream teachers 
observed as part of the current research.
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When a class is well managed and it is clear to students what is required of them, and when 
students understand that at school the teacher is the authority figure who deserves respect and 
courtesy, then interventions on specific LD or psychosocial factors have the best 
circumstances for success. The positive self-statements developed in the present work, or 
alternatives, could also act as reinforcement to the rules or goals that need to be followed or 
attained by the students. For example "I am able to raise my hand before answering a 
question" could target a social skill and following a class rule; or "I can practise spelling three 
words for 10 minutes" could target attention problems and educational goals or performance.
Clearly, such positive self-statements work relatively well in small LD classrooms (in 
Kuwait, there are a maximum number of six students in such LD classrooms). It may also be 
easier to implement such procedures in LD classrooms since usually teachers are trained to 
deal with LD and LD-related problems, unlike the mainstream teacher. The intervention in 
an LD classroom would be implemented during a "normal" class period. It would begin with 
RT for the whole class for two minutes, followed by the positive self-statements. Each 
student can have a number of their own personal statements that they can read, discuss 
examples with the teacher and so forth; then periodically, during the same class period, the 
teacher can remind the students to think of their own statements silently. This could help the 
students internalize these statements.
On the other hand, in the mainstream (Government/state) schools, interventions need to be 
implemented differently. Class size, time constraints, teacher inexperience with LD and LD- 
related issues all require consideration. For mainstream situations, teachers need training to 
determine the basic symptoms of different LDs, attention problems and psychosocial
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disorders. At the beginning of the normal classroom the teacher might group the students 
according to their characteristics (i.e., LD with behaviour issues). Next the whole class 
performs a two-minute RT technique. After this, each group can discuss their statements, 
and the teacher can give examples in order to help the children to generate more personal and 
individualized statements. Dividing the classroom into small groups means that the 
intervention would last longer than five minutes. Therefore, it might be best to begin the 
intervention in groups and then after two sessions, students resume their normal seating 
arrangement and are taught to read or think of their own statements silently.
Another way that one might apply the interventions in a mainstream school would be to first 
discuss the positive self-statements, and have some general statements for the whole class to 
practise such as "When I need help, I ask my teacher". For the students with LD, and LD 
with other related issues, the school counsellor might be involved. Each student has one or 
more sessions with the counsellor on how, when and why they need to practise positive self­
statements. Next, during the class period, the teacher would begin with RT for the whole 
class and then ask all the students to read silently or think of the general statement taught to 
everyone. LD students can do the same, but with their own personal statements, which they 
have learned with the counsellor.
7,3.2 Individual Differences
A second reason why the intervention was less successful with the mainstream children than 
those with LD is that such interventions might work best - or only - if matched to the 
difficulties experienced by the student. Given that the mainstream cohort, on the whole, did
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not have to be taught to control off-task behaviours, then the intervention may not have been 
appropriate for the majority of these children.
In the Studies included in this Thesis, behavioural interventions combined with educational 
support were tested to see whether these were effective in decreasing off-task behaviour and 
improving educational outcome. The primary focus of the intervention work was on students 
with LD who showed evidence of behaviour problems. The intervention was developed with 
these students in mind and there was some evidence of improvements in both educational and 
behavioural outcome. Practice in the field of learning difficulties commonly argues for the 
need to take into account individual differences to determine the type of intervention to 
implement (Everatt & Reid, 2009; Reid, 2011). It is often argued that, for it to be effective, 
the treatment has to match the characteristics of the student. Therefore, the interventions 
used in this Thesis might not be effective for those who are not learning disabled or those 
who have a learning disability combined with other problems, but do not demonstrate the off- 
task behaviours targeted by the techniques. Findings for stronger effects with the LD sample 
than the mainstream sample can be considered consistent with the argument that one needs to 
match the intervention with the students’ characteristics. However, methods incorporating 
PSS or RT may be useful for children with other types of problems, such as emotional, social 
or attention difficulties. These are discussed below as ideas for future practice/research.
Although the current research focused on students with LD and behaviour problems, positive 
self-statements also targeted self-esteem, which is often considered an emotional factor: some 
examples of positive self-statements that targeted self-esteem in the present research were "I 
like who I am" or "I can encourage myself. Similarly, RT can be beneficial for many
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students since it has been shown to reduce stress and anxiety (Beauchemin et al., 2008; see 
also previous subsection on RT in this Discussion Chapter). However, interventions may 
have to focus on other methods for LD students with emotional difficulties. The intervention 
would need to be more concentrated on reducing the unwanted feelings or thoughts that 
might be affecting the students’ educational performance. Therefore, along with the RT 
technique, a modified version of the positive self-statements can be developed to target 
students’ negative thoughts and can be discussed and practised at the beginning of class. For 
example a statement to reduce anxiety about a test or a presentation could be: "I always 
remember to take three deep breaths and answer the easy questions first" or "It is ok to make 
a mistake, I am here to learn" or "When I feel down/confused about a class assignment, I ask 
for the teacher’s help". This kind of intervention could work with students who have mild to 
moderate anxiety, plus low self-esteem. It might be difficult, though, to intervene with LD 
students with severe emotional issue and, therefore, the help of the school counsellor might 
be needed for support to be effective.
Students with LD and social difficulties may also be best served by modifications to the
interventions. Again, the educational intervention as well as RT can still be used but there
needs to be a concentration on improving poor social skills that might impact upon a
student’s social interactions in class, thereby negatively affecting their academic
performance. Therefore, an intervention that targets self-regulation strategies could help
these students learn the social skills they lack such as following instructions and rules,
waiting to speak, respecting others’ space and belongings (for example, a student takes an
eraser fi-om another student without first asking permission). A social skills intervention can
be incorporated as part of normal classroom activities. At the beginning of class, as in the
Studies included in this Thesis, the teacher can discuss, give examples and even role-play by
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using the positive self-statements. Examples of positive social self-statements might include: 
"I can raise my hand and wait for my turn"; "I ask my friends’ permission before taking their 
belongings"; "I read the rules on the wall before every class". Given appropriate practise, this 
should improve social behaviour and allow students to think for themselves about the 
different skills and social situations where they need to improve; and such improvements 
should affect their educational achievement positively.
For children with LD and attention problems, concentration on students’ distracting 
behaviours, short attention spans and inattentive behaviours is necessary. Some of the 
positive self-statements in the present research targeted distractive behaviour, but for the 
student with attention problems, there may need to be a focus on a range of inattentive 
behaviours. Some examples of positive self-statements that targeted distractive behaviours 
included: "I can control my thoughts" or "I am able to concentrate on reading or spelling for 
15 minutes". Additional positive self-statements may be directed at reducing other unwanted 
attention behaviours. Examples of positive self-statements that might assist students to 
remain focused for longer periods of time include "I remember to put a check after I finish a 
task". The teacher needs to explain to the students that finishing a task is in and of itself a 
reward and an accomplishment. In addition to positive statements, it would be beneficial if 
the students were praised, initially, relatively frequently, but for this to be reduced over time. 
Because of the subtlety of the unwanted attention behaviours, the teacher may need to re­
engage the student’s attention (e.g., a tap on the shoulder of a distracted student while 
walking through the class) or ensure the lesson has novel aspects to it to retain student 
interest.
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73.3 Implementation o f  Procedures/Methods
Another reason why PSS was effective in the LD Study, but had little effect on spelling or 
behaviour in the mainstream school Study, may be the need for more one-to-one intervention 
procedures. In the LD Study, children worked with the teacher/researcher individually, 
which enabled the teacher/researcher to personalize the positive self-statements or message 
conveyed by the cards and their corresponding images to each student. Also, when some 
students in the individual Study chose negative self-talk, the teacher/researcher was able to 
respond to that, as opposed to in the mainstream school, where it was difficult to attend to 
each student’s needs. Therefore, more one-to-one work may be needed to show effects in 
different contexts, or future studies in mainstream schools may need to make the positive 
self-statement cards more salient and personalize them to fit each student’s needs.
A further reason why PSS may not have been as effective in certain contexts concerns the 
Kuwaiti/Arab culture itself. Student reports (obtained mainly from the LD children) 
indicated that most found it hard to compliment themselves about their abilities or character, 
when they had done something well. To these students, compliments usually come from 
outside sources, such as parents or teachers. They perceived complimenting oneself as being 
egotistical and a bit like “showing o ff’. Therefore, the idea behind the positive self­
statements was relatively foreign to them. Kuwaiti children are brought up with the notion of 
acting as a community; working for an extended family or group, or as a unit to benefit 
everyone, as opposed to doing things for oneself. Although this cultural attribute seems to be 
changing, doing things just for one’s own benefit is still a relatively foreign concept and, 
therefore, it was hard for most children to believe the positive statements and then internalize 
them. Given that this was difficult in the individualized LD work, it may have been a major
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barrier to change in the mainstream cohort. Therefore, future research using PSS in an Arab 
background population may need to include longer training and practise sessions to explain 
the disadvantages of negative self-talk and the advantages of positive self-talk, as well as the 
basic concepts underlying the technique. This may be particularly important in a traditional 
Arab educational context as it may take time to change a self-concept, especially if the 
individual has been subjected to negative comments from teachers and, possibly, parents, 
siblings and peers. Further work will be needed to change aspects of self-confidence, self- 
esteem and self-concept, which may mean that for PSS to be effective, the procedures need to 
be practised in the form of a therapeutic session. These will allow detailed explanations 
about the statements and their usefulness, permitting a change in culturally embedded self­
perceptions.
The data presented in this the previous Chapters, as well as our lack of understanding of the 
implications of the relationship between behavioural/emotional areas and educational 
achievement make further research in this area vital (see also Pumfrey & Reason, 1991). In 
particular, ethnic identity and differences between cultures/countries can influence 
perceptions about educational achievement (Hufton, Elliott & Illushin, 2002; Nasser & 
Birenbaum, 2005; O’Brien, Martinez-Ponz & Kopala, 1999; Roeser, van der Wolf & Strobel, 
2001; Scholz, Dona, Sud & Schwarzer, 2002), which argues for the need to perform research 
in different communities. Arabic children may be an interesting group to study, given the 
relative dearth of research, particularly on Gulf country cohorts, reported in the literature 
(though see Al-Khawaja, 1998; Dahlin & Regmi, 2000; El-Safty, 1995; El-Zahhar & 
Hocevar, 1991). Variations in cultural/religious influences amongst Arabic background 
groups compared to findings reported in the literature obtained from samples with a Western
background, where much of the research has been conducted, may be expected.
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The Kuwaiti culture and educational system from which the children tested as part of this 
work were drawn is based upon Arabic traditions, the teachings of Islam and local customs, 
each of which may have a strong influence on the children studied, particularly their 
perception of themselves. Kuwaiti society revolves around the family, which is generally 
very private, despite typically being much more extended than found in most Western 
societies. The Kuwaiti family consists of a close-knit extended family circle. It is a cohesive 
institution with individuals helping and supporting each other: it is not unusual to find 
Kuwaiti extended families (sons, daughters, wives, grandchildren, uncles and aunts) living in 
the same house, street or neighbourhood. Additionally, Kuwaiti society must be understood 
within a framework of Islam (religious observance is a part of everyday life), historic 
traditions (often based on the Arabic way of life) and local customs (developed due to local 
values and needs). A process of modernization has made inroads into certain aspects of 
housing, work, dress and handicrafts, but other aspects of the Kuwaiti lifestyle are still rooted 
in historical traditions and customs. Indeed, the changes brought about by the discovery of 
oil and the subsequent modernization has influenced society, but has not altered its
identity, based as it is on Arab tribalism and Islamic values; though increasingly, Kuwaiti 
society may be seen as divided into two lifestyles: the Urban and the Bedouin, with those 
from the latter background being more likely to adhere strictly to the traditional Arab habits 
and traditions, as well as the Islamic values, compared to their Urban counterparts. Despite 
so-called modem influences, the extended but private family which has grown out of Arab 
tribalism and social values based on this tribalism but embedded in the teachings of Islam 
tend to govern the individuaTs day-to-day behaviour and conduct. This will be as much the 
case in school as outside. Therefore, the way the education system works, the way teachers 
and children interact and even the way children see themselves will be influenced by these 
social/cultural factors. For example, Islamic values may lead to contradictory viewpoints
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concerning the importance of the child having control; and this may extend to control over 
learning. Some interpret the teachings of Islam as suggesting that they have a choice as to 
how to respond to various situations, providing an element of internal control that would be 
familiar to those in Western societies. However, for others, everything is predetermined and 
they have no choice. Dwairy (1998) considers that parents and tribe provide the external 
control mechanisms that affect an individual’s behavioural choices. Dwairy argues that 
“since the consequences of behaviour are determined by parents and the social environment, 
these external factors, rather than inner self-control, control behaviour in the Arabic society” 
(Dwairy, 1998: 61). Even for those who do interpret choice as part of Islam, the choice may 
be limited: a Muslim, for example, can change him/herself (internal) in terms of intention, 
values and behaviour but the outcome (external) may or may not be under his/her control and 
may be predetermined by a great force than the self. Even then, the influence of family and 
culture means that, for many, a high value is placed on central factors that control individual 
responses. Thus, an Arabic child, from his infancy, has learnt of a power (an external power 
imposed through habits, traditions or religion) that controls and observes their experiences. 
How this externalizing perspective affects behaviour requires further study, but it may be that 
this perspective is more widespread and seen much more positively than might be expected 
from the literature based on Western cultural values, where a high value is placed on the 
development of internal control over things and events (see Walker, 2004) (see also 
discussions in Dahlin & Regmi, 2000). Arab societies, normally, do not encourage individual 
independence, in contrast to Western societies where dependency may be considered as 
immaturity (Dwairy, 1998; Walker, 2004). One of the prominent features of the Arab culture 
is that young adolescents identify with the family and base their self-esteem on family status 
and reputation and on familial support and (Dwairy, 2002).
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Patterns of raising children and school roles also may be important to consider. For example, 
in using an authoritarian style, many Arab parents emphasize obedience, restrict autonomy, 
and maintain control. Extended to the school, when an Arab student encounters verbal, 
physical, or emotional abuse or aggression from an educator, he or she may assume that this 
is the normal role of a teacher and will not complain. This may lead to many young Arab 
adolescents experiencing emotional and behavioural problems (Dwairy, 2004).
Educational strategies, therefore, may need to take these cultural influences into account. 
Strategies aimed at improving feelings of having control over educational achievement will 
have to be carefully interpreted for Arab society. A simple Western perspective that 
independence is good and dependency relates to immaturity will not necessarily be helpful in 
an Arab school and may lead to further problems with learning. Similarly, societal approval 
may have a much higher value than individual feelings of achievement. The way the child 
views praise and achievement needs to be considered carefully because of their social/cultural 
significance. The educational strategies outlined above (in the previous sub-section of this 
Discussion) may require modification to take these influences into account: for example, 
sessions may be required to interpret terms such as self-esteem and control within a 
framework of Arab traditions and Moslem beliefs. Similarly, convincing authorities that 
these strategies are appropriate for Arab children also may be challenging, particularly if 
presented in terms that are considered more Western.
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7.4 Limitations, Improvements and Future Studies
As with all practice-focused research, the current Studies had to compromise research 
methodology with practical limitations. Some of these have been detailed in the individual 
Chapters, though some of the key points that future research may need to consider are 
outlined below. These limitations and improvements to the work undertaken are used to 
introduce potential future projects that may further inform the areas covered in the present 
Thesis.
One area where the research design could have been improved is in assigning classes/students 
randomly rather than pseudo-randomly to the different treatment conditions. It is quite 
difficult to randomize conditions in a natural (fieldwork) environment where the researcher 
has some, but not total control over school procedures. However, random assignment would 
have reduced the likelihood of pre-research selection bias affecting results. In addition, the 
behavioural observation worked well in the LD individual Study; however, procedures for 
group-based observations may need to be implemented for future work with mainstream 
classes (e.g., the use of video recording and analysis to be able to code all the children’s 
behaviour). Furthermore, the interventions might have been more beneficial if the 
identification of behavioural problems in the sample had been possible in the mainstream 
sample and had been based on more than parents’ reports in the LD sample.
Another improvement (discussed further in Study 3) might be first to help teachers cope with 
their own adaptation to a new culture before training them to help their students. 
Additionally, for any teacher-based intervention to be fully effective, the teachers need to
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have appropriate classroom management skills. More intensive training in the intervention 
methods to be applied in the classroom would also have been useful, with teachers blind to 
the intervention condition that they were involved in would have improved the design and 
potentially reduced the effect of teacher bias.
This next point could be considered a limitation of the present research and a way to improve 
it. The amount of time available to conduct the intervention was a limitation to the current 
research. In all of the Studies, more time spent practising and training in the use of the 
interventions for both the teachers and the students might have yielded further positive 
results. This may have been the case, particularly with the PSS condition, where students 
would have had more time to practise and internalize the statements. Furthermore, longer 
intervention sessions would have allowed more time to observe behaviour and note any long­
term improvements. Specific assessments of long-term improvements could also have been 
included through follow-up tests to determine whether positive benefits would be maintained 
after intervention. Once an effective intervention was identified, a follow-up test could be 
performed weeks or months after the intervention, given appropriate availability of 
participants.
One more issue to consider which would improve the current work is to take into account that 
LD rarely, if  ever, appears in the person without additional issues that could be as a result of 
the LD or a comorbid factor. Therefore, to be able to help more students and find the most 
effective intervention, areas related to LD may need to be considered when developing a 
treatment plan for those students. For example, since in many cases, LD is associated with 
emotional issues, these might be taken into account. Emotional issues may range from mild
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to severe depression, low self-worth, and low self-esteem. They could also involve feelings 
of helplessness and extreme anxiety and fear of failure. The present Thesis did not take into 
account many of these major blocks/emotional consequences of having LD, which could 
easily stop a person from persevering and make it easy to give up on school, friends and 
family, and might get the person to be involved in unwanted societal behaviours (e.g., 
negative coping, increased avoidance of any challenging task). Future research needs to 
consider emotional interventions alongside behavioural and academic ones (e.g., counselling 
sessions before starting the behavioural/academic interventions).
Also, another point to note here might be the duration of the behavioural/attention 
interventions and the educational intervention; as was mentioned in the Self-Esteem Section 
7.2.6 of the current Chapter, it might be more effective to start the behavioural intervention 
before the educational and then after a while to combine them. This would help the student 
feel better about them self or relax/be less anxious prior to the educational intervention. On 
the other hand, if the students were to practise the educational intervention first and start to 
experience some success, then emotional/behavioural interventions might work better.
Given the findings presented in this Thesis, future research might consider looking at younger 
versus older students, whether in a mainstream or LD setting. Collins et al. (1981) found that 
positive self- talk and relaxation training worked well with older (undergraduate) groups of 
individuals whereas, in the current work, the interventions had positive effects on younger 
and older individuals (LD Study) but did not work as well with younger groups of children 
(mainstream Study). Therefore, future research might consider a study where four 
conditions, younger versus older groups and younger versus older individuals, would 
experience the same conditions: namely, positive self-statements and relaxation, to discover
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whether it was the students’ age or being in a group versus individual setting that might be 
the key which leads to a positive outcome.
In addition, in the present work, MSL had a positive outcome when combined with the 
attention/behavioural intervention. It would be interesting to see whether that positive effect 
was a result of using MSL or whether it was another factor that affected the behaviour and 
spelling outcome. To test this, future research might consider trying another educational 
intervention such as a phonetics-based approach and contrast it with MSL and a non-phonics 
educational intervention such as copying (or a simple baseline with no intervention). Given 
that the current work was performed on Arabic-speaking children, future research might 
focus on Arabic literacy using pre-and post-tests and interventions in this language. This 
would be appropriate, especially since recently an Arabic MSL was developed in Kuwait to 
teach children Arabic literacy from grade 1-9 (Mahfoudhi, 2010). Furthermore, these 
education-based interventions could then be combined with interventions such as PSS and RT 
to determine the effectiveness of interventions on both academic and behavioural factors. It 
might even be interesting to choose an educational intervention according to each student’s 
Individual Educational Plan (lEP), thereby catering for individual needs.
7.5 Conclusions
The ultimate aim of the work undertaken in this Thesis was to support learning in education 
through the development of strategies that teachers can use with their students in cases where 
negative behaviours might be seen to be interfering with learning. The specific focus of the 
research presented in the Thesis was to develop methods to reduce negative (off-task)
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behaviours and then test the efficacy of combining an educational and behavioural 
intervention within the specific cultural/educational context of Kuwait.
The findings of the research support the view that a relationship between educational 
achievement and behavioural/attention problems in Kuwaiti children exists. These argue for 
the need for interventions that target these areas of concern. They also argue for evidence for 
the effectiveness of using a combination of interventions to target both the academic and the 
behavioural problems: in the present Studies, PSS and RT combined with MSL with a sample 
of LD students. This finding may also be consistent with the need for a one to one approach 
when working with LD children with behavioural difficulties.
Findings were particularly encouraging for a simple relaxation technique (RT), which showed 
positive effects on off-task behaviour and the educational measure. This is a technique that 
could be learnt easily and used by teachers, and may be particularly useful for younger 
children where self-initiating strategies may be less effective. Interestingly, there was similar 
evidence for the usefulness of MSL, with positive effects being apparent in literacy measures 
and also in behaviour. This finding may provide areas for future work considering the 
usefulness of learning methods such as MSL. However, both these effects argue for the 
connection between behaviour and educational outcome. In many classroom/leaming 
contexts (including the present one of Kuwait), these two areas should be seen as interactive 
and, therefore, interventions would seem to have the potential to be more effective if they 
target both.
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Finally, the findings fi*om the current research argued strongly for better teacher training for 
Kuwaiti teachers. In particular, the work suggests that class management techniques would 
be a valuable addition to teacher training programmes in Kuwait. Such training would be 
useful both prior to teachers entering school and as part of continuing professional 
development.
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Appendix 1
Attention Hyperactivity Questionnaire in Arabic (AHQA)
(For Parents)
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(((.IxJj Ajola
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A^llûll (JjissJl ^jJajj LjVlaJi
lôl^Vl “ Vjî
\ 4 \jd^ b W U b e
?céLh x^i**uin Aji jAu (Jâ (ùjjûûLiA céllil ~KT< L^ùlc. )
îl LiLûjLuII ^Lül _^gJc. (Ja Y
j1 Ajjl,^Aa]1 dlLi^l^l (_}a r
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Çj^ yojjuLo blac. 1.1gjv l,.i\LTi (_^1 1^ g<q11 t r^Vn (Ja 
^^p^9all (—ilxll j l  AjjujjIaII djLi^ljll 1 ùNw :(JliLo^
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?<.l^Vl :^ \^ \j± ^  Æ L  J a  
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?4_l5!|j IaJ1 cLiLpy^L 4jjg..ini jjjb-» t- l^Ub (Ja V
196
^  laki j l  jjUa iJt)'^ LûJûc.
y(jliLiùll (Ja 
(cjU I^j II , ^ j 1a11 ^  L_u l^ (_gjuüj : Jllû)
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j l  (_gâ ûLuiVl A-abl ^  ^jxjL-a (_g.ll (Ja
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Ç^lyLû Lüil^ _j^ s^  aIIê 111 t-^ lUb (Ja
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?ç.jig_3 (—1*111 _^glc. j i la  t-^ lUL (Ja t
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û^lxLû LÉ^ y *lJ ^ )
0
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\jXA S^jlaALuLA
198
Appendix 2 
Measure of Arabic Reading Comprehension
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. ^ Lüâ.'ÿl a Ia C . Aj]j (— LûLoJ qj q \ qa ^ I j I I  ^^ glc.
l LiL oI ^ I  (j%lj Ja â 3  4-a1^ IgA a ( J ^  a I a^  j^ J julû^  ^LoL oI ôj â-ftli
^ j J a j j  a I a ^ I  (J-û£ j  4 - a - ls u u a l l  4-a 1£11 ^ I j ÜÂ.1 U j ^ ü a ^ l  ^ I j  t ^ l j i V i  ( j ^  ô^_j,aL^-ûll A j t^ V ^
( j j j J a C .  ^  QA  J ^ l  L 5 ^  Cy^ ç . lg u jV i  l_ JL ^  . I g J j a .
A x>K ù A ^ I^  A_^J ^^ gJaxJ .JaJjJalL T Ù*J ^Lüâ.'ÿl Aj I^j
.UaâJl  ^-ftKW A_ .^ù Aji ^Jn»J
.A jijL -aV l A jl^JLûII (—LyLshjui ( 3 S j  J^)LLcll L û ^ ' ^  u l j L j  U i i " ^  A a J  f^jA ^ t j j
^  ^  ô U ^ i j L u â . 'ÿ l  (J-^>>n . t d î i  La ^_yaj)r>.qx>ll ^ 1  ( ^ s ^ \y
Ac-Lui .A_a_ia_L.all  ^-«KU tUaâJl A_a1^11  ^  ^ ^buâkVi lyA .lÎJ
,(y a jS iÀ A  ( J £ l  J a i â  T  j A j  ù p j j a ü  A j d iS j^ l  q a  ^ t î l i  ^ S t O p  W s t c h )  <—â Ü jV i
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................................................................
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Appendix 3 
Measure of Spelling in Arabic
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^j-a . j l i i â . V i  <LaC. a J ]  <-J_jlla-ail LaLaJ ( j^ a ja -L a ll  ^1 q a  ^ j- ta^ U l) (3- ^
.d lL a l^ l l  J i j ' J i  LÉUj ^_gi LaJ 1/1 ^bL at A jlc , ^ ^ la J  AjeJaslI Aj Ij £  A jlc . ( j t
k ^ y l  A jjUüt < * Ja â ll d îL a K  ^-j-aa--a j  j l i i c . l j J  A-aK (® *^) (3A A aJas]) d lL a i£  Ç -j-a a ^
iJ jL a l5  A g.U-iAl ^a_L-a-a]| . C-lLaKlI ^  »13-i A V | ( L ^ U a l l  A jL^I Aa^^^j ^auw auall
. .^jxVllI A _ ^ J  C 5 ^  AjeJaâîl
A^IJlLVI Al&j-alt
(liLkVl
A k |> u i l l  ( C j j ^ I  ç . l l^  (_LuàâJl 1jJ*»jI a J  ^Aaij ((_glLu 4I1I QA AJaxj L ^ L a j ( jL u U ^  ^ 3ikj ^_gj]| S^â-LÛÎI
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Appendix 4 
Arabic Language Mathematics Measure
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................................ ; (-lua l) .................................................. : h^-— uiSfl
..................................................
=  > +  T = A + Y  = 0 + ^
= r + r =>  +  ^ = \  + V
=  r  +  1 = n  +  i  = n  +  A
=  Y +  6  =  V +  T  =  ^ +  A
=  r  +  r  = r  +  n =  \  +  ^
=  i  +  Y =  "\ +  ^ =  A +  A
=  0  +  T  =  V +  \  =  A +  0
=  0  +  6  = V  +  Y = V  +  A
=  0 +  \  =  \  +  T =  ^ ^
=  i  +  "\ = V  +  o  = A  +  V
= t + t  = t + A  = A + H
=  t  +  o  = ^  +  i  = V  +  V
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=   ^ -  Y =  0 .  A =  0 .  A
= > - i =  i  -  A
=  Y -  t =  i  -  V
=  Y -  0
=  0  .  A
=  Y -  Y
=  t  -  0 =  0
=  Y -  V = r
=  0 . 1 =  V
= r -  V
=  V -  V = r  - n
=  V -  A = r -^ r
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=  1 -r Y =  i  -r Y =  1 T  iY
= r  -r Y1 s  0 A  i o
=  i  -r Y i =  A - r  i  A
=  r  -r r =  “I -r ® i
=  fi ■!■ r =  4 ir  r i
=  A - r  Y £ =  V T  f i t
=  Y - r > =  T i r  Y Y =  A 4  1 £
=  r  + 1 Y =  fi T  fi
=  fi - r i  fi =  £ - r  Y A =  A - r  V Y
=  £ - i - n =  A i  V Y
=  fi - r  Y*fi s  A - r  A A
214
=  A X  Y =  V X  £
=  Y X  Y =  0 X V
=  0 X  Y =  fi X  £
=  r  X
=  Y X r =  V X Y-
=  Y- X r =  V X V
=  H X r
=  A X =  Y X
=  A X A =  * X V
=  £ X A =  Y" X fi
=  Y X A =  1 X fi =  Y X Y
=  A X £
215
Appendix 5 
Positive Self-Statements Cards
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Appendix 6 
Behaviour Checklist
225
Behaviour Checklist 2008
Date:
Session#:
Looking away
Squirming in 
seat
Getting out of 
seat
Talking
Fidgeting:
Fidgeting:
X = Discrete 
-  = Continuous
226
Appendix 7 
One Participant’s Spelling Practise (Study 2)
227
a r e
c r - f
i
S  h  e  ^  t  c
î h a t Y -
I e  (? v r  n
S w e e t
/4 pp
228
Appendix 8
Example of Pre- and Post-Spelling Test (Study 3)
229
Spelling task for grade 5
1 scarf ( choose hotel
Z  electricity / ! easy skiing
i Paraffin lamp ,7 information idea
upstairs kind driver
dangerous story s ta r t
(= truck island help
 ^ snowstorm - compass - fa ther
V possible lizard( team
s Book fair train dress
7) cover ' fo rt football
230
Appendix 9 
Revised Behaviour Checklist
231
Behaviour Checklist 2008
Name:
Session#:
Date:
Looking
Away
Squirming 
in Seat
Getting 
out of 
Seat
Talking
Fidgeting:
Hands
Fidgeting:
Legs
X = Discrete 
-  = Continuous
0 = No behaviour 
r  = On-task behaviour
232
Appendix 10 
Spelling Task for Study 4 
(7* & 8* Grade)
233
GRADE 7
PRE-TEST
OPERATION HEAT
SWEET GREEN
TRADITIONAL SHOWER
TENT SHIRT
DRUM SPICY
BELIEVE CAMPING
HERO HAIR
GARDEN FAMILIAR
HAPPINESS RACE
FILM WHERE
234
GRADE 8
PRE-TEST
TRAIN HUMBLE
SHOULDER LUNG
PARK ELEPHANT
PRETTY SEAWEED
PEARL CHARITY
HUGE YELLOW
STRANGE OUTDOOR
FROZEN RAINBOW
PROBABLY WATER
MASK AMAZING
235
Appendix 11 
Self-Monitoring and Self-Evaluation Slips
236
............................................................................
/
Lùùlc. ç.lâkjjLujVi 4j(hS d j ^ i j  j )  djLutJjuil (Ja
v . r  :)Ua.Y ^  j
L^jüll LÉWj 4 4_aj^ l^al| dlA.Aâduü) (Ja
v . r  :)Ua.Y ^  j
/  : ^ ü l ...................: 4 , .W I  ......................
/
L^JüJ Lo-llc. d j j j l^ l  d jj^ jj  j l  diLwdjüjl (Ja
V .r  büla.Y ^  J
LÉWj 4 Aijjjal) dLû.^ 2djuol (Ja
v . r  :)U a.\ ^
237
Appendix 12 
Multisensory Learning Spelling Sheets 
(4* & 6* Grade)
238
4* Grade MSL
Teeth Word Cow Love Hands
§ - ^  Look □ □ □ □ □
Say
□ □ □ □ □
0^^ Name □ □ □ □ □
Æ  Trace □
□
vR jrd  □  
fî/Cdïd. □
□  
■ □ □
lS [a :a d g n
□
-7 Hide'AIt f ■' □ □ □ □ □
Write
□ □ □ □ □
Check
'i-.- □ □ □ □ □
The multisensory learning method (for spelling) used in this Thesis was taken from 
Broomfield 2004. This method combines multisensory learning (in which the children look, 
cover, write and then check the word), and Simultaneous Oral Spelling (SOS), developed by 
Bryant and Bradley (1985). The multisensory work sheets used in this Thesis were slightly 
modified from the one used by Bloomfield 2004 (refer to Section 4.3.1 for the modifications).
During the multisensory spelling task, the children were instructed to first look at the word, 
then say or verbalize it, then name or spell it, after which they were instructed to trace the 
same word twice. Subsequently, they were asked to hide the word, write it, and then check it 
themselves.
239
6* Grade MSL
Life Plastic Enjoy Happy Longest
i f  Lookf V □ □ □ □ □
Say
□ □ □ □ □
# #  Name □ □ □ □ □
Jj] Trace 
» □
□  
• □
ajcy □ BjPyO
□
7":: ’□
7, : • . []
■é~ Hide
□ □ □ □ □
Write □ □ □ □ □
■R'  Check
'3' □ □ □ □ □
240
Appendix 13 
Examples of Consent Forms
Letters from the Ministry of Education of Kuwait to allow access to 
Primary Schools, an example letter from a Principle allowing access 
to a primary school, and an example parent consent form from the LD 
individual intervention study.
241
Ref. :
Date :
State of Kuwait Cu>^tvJja
MINISTRY OF EDUCATION
^ D - I o
c A C  \ \ C  (
2 i^ d - . '; l l2 'v .^ U I I :a ô L i .^ i . i .  j  (U j> i»!tJi 
diljUA j i ^  /  ïuJUailiiUi^
4-p^Llti 5 j l f ^ L a j  L^ ZujZj  (jLuuJ 3jjjfrr-7ijÜLl (_ja^ -<ucU
l_*jJLi_uV) 4_uljLbVl <Llx(1 J^ «U^ J^ LÎ! tZjljl-LûJl
<  Â j _ ^ j y L Î l _ ^  < L i ^ 3 _ ^ 1 . c u J  1  4 - t l i ^ J l  Æ _  4 - t i U L s c - L L u J t l
. ( ) LWj ^jLal) Lj(i4-=iJU ùy-y^ La
. 'LctZUI (j.aJL>.
i^LwwJ
: ù" J^ =-' ‘
<-tJLâJI u^uLîll p J I
( (^  / u-à ) cJJ
, Ifli
< ^  Sitiü xss AM 
^Capital E<J.icaliunal A:ea
M IN IS T R Y  O F  E D U C A T IO N  
CAPITAL EDUCATIONAL AREA
D irector M anager office
V
pL_sî(j_j
7 r
 ^2012 / 12 725  ^^lâîi JLÈ J
y
’■-■or’
;v;,y3JuLitji I £i^ jJ-A
/  / ;C^UJl
( jU ^  JwWw l^ AiwjiXa I
U.(.#DOD ) A__^ ^L_jJI A..L_JULlU JLCI ^1 J  w l 5j
i^carc □
2^j213n Jâû>dJD(4i**lUD ((( L ) l-^  c ^ 2 0 1 2  /  ]
V \J ljL a  l^LaU j *=^1 J . ^  /lA ^U :
" JGU^I udL»t>l»i (gÊ (jrLÇLj^.^=xîl uv^ JLLaJI saJ^ ^ J^ I^  ia-u^ 3 i^ JU*aÎ1 (Jj^
iA-6u(ja iA--oli|3 iZilpl—2i (J—4_aj o j^A_jcl 5j^.^=»Jl_11 \a—
l/i—JLLajl lAA JLÂc,ZL.&JL) C-i-JLx(Vl q Ùs l j l ^  lA jJtatâ JLa (_^ -<L5eZÜl ^ j J i  ^j-
.[ÂJi j^jRJIl v\*j^=»^JLuJl (J-^=sL 
.^ 2 0 1 3  /  2 0 1 2  ^ U c ] | ^ 1 j jJ I  J ^ l
■a.aUoLsJl 4al=M
f-L A Ji^ ^ a -X l AHald! J
sLlojJLslUI
6 v .
^ V '  'Cy
((( jlJLj J  4_iila 4_i:^ *
4_ALall Uç-LLI Âjujl^^U CliAlâ Jlâ ù2)lc. I û^j£.lô]l ^Lj Loïc. 
^_gj|jlL'ÿl J  ^1^1  c-„<ik^ ll ^ Y * ^ * - Y * * ^  ^btil
i^ jA 4_iAj-ü^  Ji3u tiilj J
j j jU ll  J  ^Ijl^V l J  o^lLL i J j ^  Ij^Uaâj J
4-uujAaÎ) SjJAA 
jAjii f  iL ^ X 4JLD
6 ,
Ivjl j_ü Jl 'iuijlt
. . . 4 j I£ ^ j  Jill 'Laa j j  .^2)LuJ)
wlja
j_gJ S ^ L u i a ]  ^ 2 )L c . 0 ^  (.“ 1 - \  J l ^ ^ I j i j  A. <a*ig a  c j J i U l  ^ » j ia j j  ,jjlA^)juà31 j  U l
(X (X ^ b  Ls^ j -ç^b^ ' ijA c> -  <^ i “
.AJjuojAa]! ^ a^ b -a  j^c. (_>a*J (Jiâéjuül CllLS_jLuJI ( j / i*  t (Jllljll
A3 I I A j  a  a  j l  A C .  < j a i b ^ l j  ^uJ*ji3l ô j A : ^  AjX I^ (_ÿiaJ ^ L A  , A J A ^ W Ij  Q j - a L la Î I  Ig  U (JuJaSl
,Jalja.yij tallJ L^bluJt I1& t_Sjiü31 ^ 1  L i,^gj ^ la J I  d la J l j  .^1 >  iHlVI iil_jLuJl ^ 1  (_g.^
Q l i j A  liljjOjui^ (_s j^ L a £  O ^jC. A IS ja J I A j l i l u i V l  (J L a ^ l t 5 ^  ^ l a J t  d l a J l
laly ’i j  >>i L a £  A_^al%j (J^)Lâ. A  Ag a ll  4 _ i9 j£  ^_g_lc. LgJb lA . I c ÿ ^ l  ^)_ujc, oAA
A ailll IguS l j j c ^ ^ a I I  A J à â l a ^ l  e ^ L u u  J3 L ) ^ * i
(—V^g’l A jo il j^  ( X  ^ 0 ^  Ü j 4 i ^  <—âjJLU t é i ü î a j  t2 û l  . ( J j â j  (_gl _^g3 ( X  u l a u u ü ÿ l  ^ j S a j j  .A £ } L i ik l  f j i  Â ^ L u L a ll
(__>aaIj ^  ^ 1 1 )  JÜA^ÜI l—â X ^ b  A3J (_yic. L-2aj) ^ S j ^ L a a  I j jc L u û  (-j_jjoij t ( J ^  \AjJ_jiaJ_j Q u u '^
0 a L ^ I  f j A  iâ A  (_g]j ^ U J I
wllll ja \ ^ 1 j.a  
• tÿ l^
: J j
 ^  ^ * ^ U l  / /  o f o r  ^A) : J ^ \  JL ^V l pUJI C iL jW I Jü>ü
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